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Each year, elementary classrooms in the United States become increasingly 
culturally diverse, yet teachers of these classroom remain primarily White and female. 
While most teacher education programs require pre-service teachers to enroll in at least 
one course related to diversity education, many of these future educators do not feel 
adequately prepared to teach students who hold different identities or life experiences. In 
a qualitative analysis of class observations, participant submitted coursework, and 
individualized interviews, this case study sought to explore how four White cisgender 
female pre-service elementary teachers applied knowledge from one undergraduate 
diversity course to topics of identity, power, and privilege—both in relation to the self 
and in relation to the (future) student. Primarily through self-reflective practices, 
participants of this study were able to determine that identity development is a continual 
process; identity markers can contribute to “single story” stereotypes and different life 
experiences found at intersections of multiple identities; history plays a role in identity, 
power, and privilege; privilege and power can be complex and difficult to navigate within 
personal and professional identities; and there are additional factors within student 
identity that play a role in classrooms such as parental influence, background knowledge, 
and various external influences. Ultimately, this study contributes insight on the 
instruction of culturally responsive teaching and pedagogy in undergraduate diversity 
courses as well as adds to White teacher identity studies, which calls for a more complex 
understanding of who an individual is in terms of both self and the teacher. 
Keywords: culturally responsive teaching, elementary education, identity, pre-




 Elementary classrooms in schools across the United States are becoming 
increasingly culturally diverse each year, yet teachers of these classrooms remain 
primarily White (use of capitalization due to term reference of a specific group of people, 
as cited in Nieto & Bode, 2018) and female. In the 2015-16 academic year, 49% of 
elementary and secondary students identified as White, 15% Black, 26% Hispanic, 5% 
Asian/Pacific Islander, 1% American Indian/Alaska Native, and 3% identified as two or 
more races (Institute of Education Sciences, 2019.), while teachers of these students 
identified as 80.2% White and 89.3% female (Institute of Education Sciences, 2018). 
Studies have reported that many White female teachers feel as if they are not prepared to 
teach a culturally diverse classroom because their life experiences and identities differ 
from their students’ (Bennet, Driver, & Trent, 2017; Curry, 2013; Kumar & Lauermann, 
2018). Because of this shift in K-12 student demographics and stagnant change in the 
teaching profession, the inclusion of culturally responsive teaching and pedagogy within 
teacher education programs has been deemed necessary since the 1990s (Pugach, Gomez-
Najarro, & Matewos, 2018). In Gay’s (2010) Culturally Responsive Teaching: Theory, 
Research, and Practice, the call for all educators to recognize how class, race, gender, 
ethnicity, and culture of all students and teachers can play a role in classroom learning 
and instruction is introduced.  
Although teacher education programs are beginning to require pre-service 
teachers to enroll in at least one course related to diversity or multicultural education, 
many of these future educators believe they are still not adequately prepared to teach in a 
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diverse classroom or may still feel uncomfortable implementing culturally responsive 
teaching methods (Curry, 2013). According to Gay (2010), “Teaching is most effective 
when…prior experiences, community settings, cultural backgrounds, and ethnic identities 
of teacher and students are included in its implementation” (p. 22), yet the understandings 
of identity, intersectionality, power, and privilege often remain abstract concepts for 
White female pre-service teachers (Curry, 2013; Pugach et al., 2018; Whiting & Cutri, 
2015). In order to adequately reach and successfully teach all students in the classroom, 
pre-service teachers are encouraged to understand the relationships they hold between 
themselves and their prospective students by recognizing who they are, who their 
students are, and how they view and respond to their students (Pugach et al., 2018, p. 1).  
Purpose of the Study 
 The purpose of this qualitative case study is to examine how a single diversity 
course within an elementary teacher education program at one public Virginia university 
may influence four White cisgender (meaning one’s current gender which corresponds to 
sex assigned at birth) female pre-service teachers in their understandings of identity, 
power, and privilege through a theoretical lens of intersectionality (Levy, 2013). By 
studying how one elementary teacher education diversity course approaches the topics of 
identity, power, and privilege, this research hopes to add to literature supporting the need 
to recognize how these items play a role in effectively and successfully teaching students 
of diverse life experiences. This study will attempt to answer the following research 
question and subquestions:  
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1. How does one undergraduate diversity course influence White cisgender female 
pre-service elementary teachers in their understanding of identity, power, and 
privilege?  
A. [How] Do White cisgender female pre-service elementary teachers apply 
knowledge from one undergraduate diversity course to their own identity, 
powers, and privileges?  
B. [How] Do White cisgender female pre-service elementary teachers apply 
knowledge from one undergraduate diversity course in their understanding 
of future students’ identities, powers, and privileges?  
This research project is designed to understand how four White cisgender female pre-
service teachers process their own developing identities and how they discuss these 
identities and privileges in relation to teaching after being exposed to instruction on 
identity, intersectionality, power, and privilege via one diversity course.  
Significance 
This topic of study is of significance simply because culture, meaning a system of 
social values, behavior, worldviews, and beliefs, “is at the heart of all we do in the name 
of education” (Gay, 2010, p. 8). As a teacher, acknowledging and understanding one’s 
own culture, identity, privilege(s) and non-privilege(s), and power as well as every 
student’s can influence relationship building, communication, teaching instruction, and 
academic outcomes (Gay, 2002). Identity is a significant feature of how educators and 
students shape teaching and learning, so examining how pre-service teachers are taught to 
grapple with their own complex identities and the identities of their students may indicate 
how they choose to instruct and interact with their future classrooms (Hancock & 
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Warren, 2017). Not only will this study assist pre-service teachers in perhaps 
understanding their identities and the power(s) and privilege(s) held by those 
characteristics as well as their future students’ identities, power(s), privilege(s) and non-
privilege(s), but it could also assist teacher educators in how they discuss and shape 
instruction around these oftentimes sensitive subjects. Exposure to identity formation, 
intersectionality, power, and privilege is important for all educators because each concept 
can influence daily teaching and collaboration with students and colleagues in various 
ways (Gay, 2010). Allowing students to use their funds of knowledge gained from 
families, communities, and personal experiences as well as inviting connections between 
lesson content and issues of social justice are just two ways in which identity, 
intersectionality, power, and privilege can influence classroom instruction (Byrd, 2016). 
Positionality Statement  
 I am conducting this study because I am interested in how elementary education 
programs instruct pre-service teachers about diversity and multicultural education. 
Because I am a student within an Equity and Cultural Diversity master’s program, I feel 
as though I am continuously exposed to diversity-affirming practices and opportunities 
for personal and professional development each semester, yet I have always been curious 
to learn how much information is provided to elementary education pre-service teachers 
in just one semester-long course. I chose this topic of study in hopes that it will be 
beneficial to me and my research interests, the teacher educator of the course I observe, 
and the elementary education pre-service teachers enrolled in present and future sections 
of this undergraduate diversity course. 
   
 
5 
 One of my personal goals within this study is to expose myself to the process of 
collaborating with future elementary education teachers through discussions of identity, 
intersectionality, power, and privilege. While I have had experience working with early 
childhood and high school educators, I would like to gain a better understanding of how 
elementary education pre-service teachers are instructed to teach students through a 
diverse, multicultural lens. Comprehending how these pre-service teachers grapple with 
and apply knowledge learned throughout this course to their current and future teaching 
will give me insight into how to collaborate with K-12 teachers should I choose this 
setting in a future career. Another personal goal of this study is to continue the 
conversation around identity formation, power, and privilege. This study seeks to make 
visible these tough and sometimes uncomfortable conversations around identity, 
intersectionality, power, privilege, and oppression in hopes that these discussions will one 
day become commonplace in all U.S. classrooms. 
Since the elementary education teaching profession is primarily composed of 
White females and I, myself, am a White female, I believe my own identity, power, and 
privilege could significantly influence my study and data. I admit that my identity and 
beliefs could be reflected in this research; therefore, I will strive to make my position as a 
member of these identities apparent to all readers. Because this undergraduate diversity 
course examined within this study asks all students to reflect on their social markers of 
identity in relation to power, privilege, and oppression, it is important for me to do the 
same. I identify as White, cisgender female, nonreligious, heterosexual, low-to-middle 
socioeconomic status, young adult (age range 20-25 years), and physically and mentally 
abled. I also currently identify as a first-generation college student and a United States 
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(U.S.) citizen. I recognize that there are many intersections within my own identities; 
therefore, disclosing any biases I hold towards the topics of identity, power, oppression, 
and privilege is also important before I begin obtaining data from any participants.  
I understand that I hold significant power and privilege due to my race, ability, 
sexual orientation, education level, and citizenship status. I identify within the social 
majority race, ability, and sexual orientation identities; therefore, I acknowledge that my 
life experiences have been different than those who identify otherwise. For example, 
these privileged identity markers have led me to consistent employment. I also rarely 
receive remarks based on the way I look to others and all of my basic human rights are 
protected under U.S. law. These identity markers also hold significant power in society, 
too. White, able-bodied, heterosexual individuals hold the ability to classify others and 
their experiences with little to no social consequence, and I am guilty of believing 
stereotypes and holding biases against those who identify differently than me. Until 
enrolling in my graduate program, I never questioned nor was I aware of my power and 
privilege in these identities because I never had experiences which asked me to reflect on 
them. I never had to consider what it meant to identify as these social markers or 
contemplate life experiences as a different race, ethnicity, sexual orientation, or ability 
because my born-identities automatically receive power and privilege in my society. 
However, I have always been aware of my identity in terms of gender and 
socioeconomic status. Females are seen as societally and economically inferior to males 
in the U.S. and are still not held to the same pay-scale or employment occupation as 
males. I have experienced males being chosen over me in sports, group projects, 
employment tasks, and more since elementary school. I also identify as low-to-middle 
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socioeconomic status because my parents never attended college, hold blue-collar 
occupations with little pay, and my family experienced homelessness in my early adult 
years. I believe that these markers hold little power and privilege in society. Still, when 
paired with my race, sexual orientation, citizenship status, education level, and ability, 
these intersectionality of identities still socially provide me power, privilege, and 
opportunity over others. 
Because of the positions I hold within these identities, powers, and privileges, I 
will make evident the biases that may arise within my data collection. More specifically, 
any biases that I hold towards any topic, participant, or experience will be thoroughly 
noted within my observation field notes. Due to the similarities in some identity markers 
such as race and gender, I hope my participants will be willing to speak with me 
confidently about their experiences and will genuinely reflect on their thoughts on these 
oftentimes sensitive subjects.  
Definition of Terms 
A list of term definitions is included below. 
Table 1  
Definition of Terms 
Key Term Definition  
Cisgender An individual’s current gender which corresponds to sex 
assigned at birth (Levy, 2013). 
Culturally Responsive 
Teaching 
The use of “cultural knowledge, prior experiences, frames of 
reference, and performance styles of ethnically diverse 
students to make learning encounters more relevant to and 
effective for them” (Gay, 2010, p. 31). 
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Intersectionality “An analytical approach reflecting on meanings and 
consequences of holding membership in several social groups 
simultaneously” (Hall, 2016, p. 152). 
Oppression “A system of invisible barriers [placed upon individuals] that 
emerge from institutional laws, policies, customs and 
practices” (Kelly & Varghese, 2018, p. 875) enforced by 
society and its establishments. 
Power “Systemic positions of advantage that are mediated by 
additional privileged and target identities” (Kendall & 
Wijeyesinghe, 2017, pp. 94-95). 
Pre-Service Teacher An individual enrolled within a teacher preparation program 
at a university, usually seeking teacher certification, 
licensure, or specialization in a desired academic area/level 
(Researcher’s definition). 
Privilege A right, immunity, or unearned benefit made available to a 
particular person or group based on social identity (Hall, 
2016; Whiting & Cutri, 2015) 
Social Markers of 
Identity 
A distinguishing set of characteristics a person may hold 
regarding the basis of race or ethnicity, gender, religion, 
sexual orientation, socioeconomic status, age, and physical or 
mental ability (Nieto & Bode, 2018; Pugach et al., 2018; 
Tatum, 1997). 
Teacher Educator An instructor within teacher education programs tasked to 
assist pre-service teachers in obtaining knowledge, behaviors, 













  In order to understand how White cisgender female pre-service teachers choose 
to identify themselves and how they discuss these identities in relation to teaching after 
being exposed to instruction on identity, intersectionality, power, and privilege, literature 
on these multifaceted topics and gaps in this field must be explored. This literature 
review begins with the exploration of the educational approach of culturally responsive 
teaching (Gay, 2002; Gay, 2010; Hall, 2016; Tharp, 2017) followed by the commitment 
to and importance of teaching diversity in teacher education programs. Next, a review of 
Cho, Crenshaw, and McCall’s (2013) lens of intersectionality as a theoretical framework 
will provide readers the foundation in which this study is built upon before investigating 
the more specific topics of identity, systems of privilege and oppression, and power as 
well as how each will provide context into the importance of this research. Third, this 
study will discuss White teacher identity studies (Jupp & Lensmire, 2016; Miller, 2017) 
by examining the most recent emergence of research while also exploring identity within 
teaching and identity within learning—two key points of view within education as they 
relate to intersections of identity. This review of literature will then conclude with a 
discussion of the role of self-reflection in diversity education, a method that can assist 
pre-service teachers in grappling understandings of identity, intersectionality, power, and 
privilege. This literature review is ultimately organized via a “funnel” approach (Mertler, 
2017, p. 73) in which topics and subtopics are presented in the order of least related to 
most related to the specific study. For reader convenience, major topics are indicated via 
bold subheadings and subtopics are distinguishable via bold and italicized subheadings. 
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Culturally Responsive Teaching 
 Culturally responsive teaching is best described as an educational approach which 
uses “the cultural characteristics, knowledge, prior experiences, frames of reference, and 
performance styles of ethnically diverse students to make learning encounters more 
relevant to and effective for them” (Gay, 2010, p. 31). This approach also demands “a 
new way of looking at teaching that is grounded in an understanding of the role of culture 
and language in learning” (Villegas & Lucas, 2007, p. 29). Because “teaching is most 
effective when…prior experiences, community settings, cultural backgrounds, and ethnic 
identities of teachers and students, are included in its implementation” (Gay, 2010, p. 22), 
there has been a recent non-negotiable push for culturally responsive teaching to be 
embraced and practiced in U.S. educational systems (Gay, 2010; Hall, 2016). Adapting 
culturally responsive teaching and other related pedagogical practices ensures that 
educators can “[develop] a knowledge base about cultural diversity, [include] ethnic and 
cultural diversity content in curriculum, [demonstrate] caring and building learning 
communities, [communicate] with ethnically diverse students, and [respond] to ethnic 
diversity in the delivery of instruction” (Gay, 2002, p. 106).  
Culturally responsive teaching promotes a self-examination of teacher instruction 
within every subject and school to understand how personal motives, privileges, and 
biases can present themselves within teaching and learning of material (Hall, 2016; 
Tharp, 2017). Most importantly, culturally responsive teaching must not allow students to 
compromise their ethnic and cultural identity in order to achieve academically (Gay, 
2010). Instead, teachers who adopt culturally responsive teaching should seek to better 
understand their own cultures and identities, their students’ cultures and identities, and 
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the connections that may be present (Hall, 2016; Whiting & Cutri, 2015). While small, 
isolated studies exist detailing the effects of implementing culturally relevant practices in 
classroom instruction (Bonner, Warren, & Jiang, 2017) and the self-reflections of pre-
service attitudes of incorporating these practices (Byrd, 2016; Daniel, 2016), large-scale 
research describing the results of the practices on society and longstanding social 
injustices have yet to take place (Gay, 2010).  
Commitment to teaching diversity in teacher education programs. The 
inclusion and availability of diversity courses for all students within higher education first 
took place four decades ago (Hall, 2016), yet socially just instruction, culturally 
responsive teaching, and multicultural education instruction within teacher education 
programs were not part of the college and university agenda until the 1990s (Pugach et 
al., 2018). According to Hall (2016), “Diversity courses were designed to introduce 
and/or immerse students into discourse about race, gender, class, age, physical ability, 
religion, and sexuality” (p. 154), but the number of racial and ethnic groups existing at 
the college or university often defined and represented what was taught within these 
existing courses. Because K-12 student populations are growing increasingly diverse 
while the teaching profession remains largely White and female (Curry, 2013), teacher 
education programs must begin to instruct their pre-service teachers in developing 
multicultural curricula and culturally responsive pedagogical practices in order to 
recognize and implement strategies to successfully teach students of all backgrounds 
(Bennett, Driver, & Trent, 2017). 
 The call for teaching diversity within teacher education programs is important 
because it seeks to bring the sensitive issues of identity, privilege, and power within 
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teaching and learning to the forefront for discussion (Hall, 2016; Hearn, 2012). This 
recent commitment to require diversity courses within college and university teacher 
education programs allows pre-service teachers and teacher instructors to recognize that 
“good intentions and awareness are not enough to bring about the changes needed in 
educational programs…Goodwill must be accompanied by pedagogical knowledge and 
skills as well as the courage to dismantle the status quo” (Gay, 2010, pp. 13-14) that may 
be present in classrooms. Diversity courses within teacher education programs must 
instruct White female preservice teachers in “valuing and validating the experiences of 
marginalized people…even as these experiences and perspectives differ from their own” 
(Kendall & Wijeyesinghe, 2017, p. 94). Furthermore, teacher education program 
diversity courses must “teach how the communication styles of different ethnic groups 
reflect cultural values and shape learning behaviors” (Gay, 2002, p. 111), must “develop 
strategies that foster social justice and work in coalition with people from marginalized 
social groups” (Kendall & Wijeyesinghe, 2017, p. 95), and must “understand and apply 
[culturally responsive teaching practices] to their lives” (Hall, 2016, p. 157) in order to 
provide effective instruction that reaches and teaches all students. However, because 
many White female teachers still believe that they are not sufficiently prepared to teach a 
culturally diverse classroom (Curry, 2013), more research into the execution of how 
diversity courses can adequately prepare these teachers for their classrooms and students 
is needed (Miller, 2017). 
Intersectionality 
 Intersectionality will be utilized as the theoretical lens by which to approach 
resulting data collected and analyzed in this study that refer to any participant indications 
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of holding identity in more than one social identity marker simultaneously. 
Intersectionality is an analytical approach which reflects on the meaning of holding 
membership within more than one social identity group (Cho et al., 2013; Hall, 2016; 
Hearn, 2012; Pugach et al., 2018; Young, 2016). First coined in the late 1980s by 
Kimberlé Crenshaw, the term intersectionality was originally intended to “focus attention 
on the vexed dynamics of difference and the solidarities of sameness in the context of 
antidiscrimination and social movement politics” (Cho et al., 2013, p. 787). Rather than 
focusing on one single identity marker as it relates to a person, intersectionality calls 
upon individuals to examine the complex nature of multifaceted identities as they relate 
to individual and institutional structures (Cho et al., 2013; Pugach et al., 2018). 
Intersectionality also brings awareness onto how “some people within social groups 
receive benefit while others are disproportionately targeted and constrained by certain 
social-structural situations” (Kendall & Wijeyesinghe, 2017, p. 92, as cited in 
Wijeyesinghe & Jones, 2014, p. 16). In sum, the use of intersectionality as a theoretical 
framework could prove to be useful when examining one’s understandings of how two or 
more identities work together to provide power, privileges, and/or oppressions to an 
individual’s life experiences. 
 Within teacher education programs, instructing pre-service teachers to view 
“one’s students and class dynamic” (Hearn, 2012, p. 44) through a lens of 
intersectionality is important. Recognizing that intersectionality of identities and 
privileges can present themselves within politics, education, and law (Cho et al., 2013) 
can assist pre-service teachers in understanding how the values of sameness and 
difference are deeply engrained products of human and social interaction (Young, 2016). 
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The framework of intersectionality can further offer insights into how social 
constructions of identity and privilege might influence pre-service teachers in their work 
with students who identify within these categorizations of character (Miller, 2017).  
Identity. Discussing the various identities individuals may hold is a complex 
topic within itself. There is an endless list of ways humans can describe themselves 
socially, economically, and politically, and acknowledging each marker of identity is 
important in order to not render any identity “invisible” (Pugach et al., 2018, p. 2). 
Recognizing and instructing on the importance of multifaceted identities within teacher 
education is important for pre-service teachers in realizing that “focusing on one aspect 
of a student’s identity is problematic because students want to be seen as the complexity 
of who they are, not [just] as one part” (Young, 2016, p. 87) of their character. Learning 
to acknowledge a student’s intersecting identities can provide the “social, cultural, and 
historical context…in which individual identity is embedded” (Tatum, 1997, p. 19) and 
may provide insight into how to most effectively teach that student. 
 When including discussions of identity within research, however, multiple 
scholars offer a warning as to what identity markers to include and not to include in 
discussion. Hall (2016) and Pugach et al. (2018) all warn about the “laundry list” of 
identity markers; although adding every marker of identity within one’s research is 
considered inclusive to all identities, lists often shift and change throughout one body of 
research, leaving credibility and consistency to question. In contrast, Cho et al. (2013), 
Pugach et al. (2018), and Tatum (1997) warn researchers about the “et cetera” or 
“othering” problem when discussing identity and intersectionality. According to Tatum 
(1997), the most common identity markers in which individuals are categorized as 
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“other” are race/ethnicity, gender, religion, sexual orientation, socioeconomic status, age, 
and physical or mental ability (p. 22). Ultimately, the process of “othering” leaves 
identity compartmentalized rather than examining the complex intersections.  
Power. Recognizing how power—in relation to identity—plays a role through 
intersectionality is important as well. Individuals hold power in society depending on 
their social, economic, and political identity markers. For example, a White, 
economically disadvantaged man may hold more power within his community than a 
Latina of the same background, due to his racial and gender identities seeming more 
socially competent (Kendall & Wijeyesinghe, 2017). People are constantly categorizing 
“others into their existing [social] frames in order to understand and make sense [of] what 
they see and experience” (Hearn, 2012, p. 44); therefore, giving the individual observing 
and classifying more power than others. Kendall and Wijeyesinghe (2017) further explain 
that “power is the ability not just to tell the story of another person but to make it the 
definitive story of that person” (p. 93). Within a classroom setting, educators 
automatically hold power over students due to identities held in age, intellect, and 
experience, but may hold more social power due to race, religion, sexual orientation, 
gender, and language as well. Teacher education programs must instruct educators in 
recognizing where they may hold power so not to reconstruct a “social hierarchy” (Cho et 
al., 2013, p. 797) amongst students in their classrooms. Again, students want to be 
acknowledged for all of who they are, not just a single identity; teachers who hold power 
within multiple identities in the classroom are encouraged to teach with this notion in 
mind (Young, 2016). 
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Systems of privilege and oppression. Discussing privilege in relation to specific 
identities can often be a difficult task. Privilege is most notably defined as the “unearned 
benefits based on social identity” (Hall, 2016, p. 155), an invisible social system in which 
a certain race, gender, and economic status mostly profit from. White privilege, which 
results from holding power within a racial identity, “manifests in the structures of our 
daily lives through policies and networks created to benefit those who adhere to the 
socialization practices of the dominant White racial group in society” (Bennett et al., 
2017, p. 22). Because privilege in one’s own life and lack of privilege in another’s can 
sometimes remain abstract ideas to pre-service teachers who identify as White (Whiting 
& Cutri, 2015), teacher education programs must make evident the ways in which 
privilege and oppression can enter a classroom. For example, Hall (2016) utilized a 
counter-storytelling approach in which participants successfully analyzed intersections of 
identity and discussed how oppression and privilege operated structurally within various 
social systems, while Bennett et al.’s (2017) literature review of White privilege found 12 
studies in which participants had difficulty understanding inequities in the classroom. 
Kendall and Wijeyesinghe (2017) and Young (2016) also warn educators to be 
mindful of when systems of multiple oppressions may play a role in the classroom as 
well. For example, a student of a marginalized race with a physical disability will 
experience more systemic oppression than his or her physically able peer of the same 
race. Although framing privilege and oppression in the context of intersectionality and 
identity is complex and diverse, it ultimately creates more opportunities for educators to 
practice nuanced perspectives of themselves and of their students in relation to one 
another, creates coalition building across social groups, and begins dialogue into how 
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one’s social power, attitude, and beliefs about themselves and others can affect one’s 
perceptions and behaviors (Kendall & Wijeyesinghe, 2017). 
White Teacher Identity Studies 
 Popularized by the recognition that the teaching profession is remaining primarily 
White and female (Curry, 2013) while the number of students of color enrolled in U.S. 
elementary and secondary schools nears 50% (Institute of Education Sciences, n.d.), 
White teacher identity studies seek to “prepare and conscientize a predominantly White 
preservice and professional teaching force for teaching and learning across cultural 
differences in public schools” (Jupp, Berry, & Lensmire, 2016, p. 1151; Jupp & 
Lensmire, 2016, p. 985). This conscious declaration means that White educators are 
being called upon to examine the power they hold in their profession due to their race and 
understand what that power means in relation to their diverse student population. First 
coined in the 1990s, White teacher identity studies developed from African American 
intellectual traditions and critical White studies’ content (Jupp et al., 2016) in order to 
address, describe, and confront “historically institutionalized racial inequalities, racism, 
and Whiteness in preparing White teachers for work in increasingly diverse schools” 
(Jupp et al., 2016, p. 1152). This body of educational research is divided into two 
“waves” of studies: the first emphasizing the “evasion of race by White people” (Jupp & 
Lensmire, 2016, p. 985) and the second inviting and making visible the discussion of 
complex identities of White teachers. 
 The first wave of White teacher identity studies, cultivated from the early 1990s 
until 2003, focused on “documenting and describing all the ways that White teachers 
denied and resisted the significance of race and White privilege in their work and lives” 
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(Jupp & Lensmire, 2016, p. 985). Researchers within this first wave of white teacher 
identity studies found that White teachers tended to utilize discourses of color-blindness 
(Sleeter, 1993), “White-Talk”—the avoidance of speech around race (McIntyre, 1997), 
and discomfort or anger (Glazier, 2003) when speaking on race or racism. According to 
Miller (2017), the first wave of White teacher identity studies collectively “named White 
privilege and examined how White teachers wrestled with or failed to wrestle with White 
privilege when deliberately educated in coursework or trainings” (p. 20). In addition, an 
important critique of the first wave of White teacher identity studies by McCarthy (2003) 
declared that, in moving forward in this body of research, “[W]hiteness and race should 
be conceptualized as historically and socially variable, and that educational researchers 
should pay more attention to complexity within [W]hite racial identities and to the social 
contexts within which White people lived and worked” (Jupp & Lensmire, 2016, p. 986). 
 The second wave of White teacher identity studies, which was assembled from 
2004 until 2014, sought to become “institutionalized in educational foundations’ diversity 
course arrangement in preservice and professional teachers’ programs” (Jupp et al., 2016, 
p. 1161). This recent wave of research has explored new aspects of race-evasive identities 
of White teachers (Amos, 2011; Picower, 2009; Solomon, Portelli, Daniel, & Campbell, 
2005), has created conversations around the complexities of White race-visible identities, 
and has provided research around the useful pedagogies and curricula that assist in White 
teachers’ identities (Jupp & Lensmire, 2016), such as pedagogical reflexivity centered on 
White talk (Case & Hemmings, 2005), race-conscientious professional development 
strategies (Vaught & Castagno, 2008; Yoon, 2012), and the use of autoethnographies 
(Pennington & Brock, 2012). Miller (2017) even found through her study on 120 White 
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female teachers that “learning to be White happens at particular intersections with other 
identity factors” (p. 18), rather than isolating race alone. Major works within this decade 
of research conclude that through examination of race, cultural neuro-psychology, critical 
race feminism, and critical White studies, “it is possible to recognize and confront the 
realness and stubbornness of racism without losing sight of racial identity complexity” 
(Jupp & Lensmire, 2016, p. 986), voices and relationships with students and teachers of 
color can be represented within teacher education and White teacher identity studies 
(Amos, 2010; Jupp et al., 2016; Jupp & Lensmire, 2016), and closer attention must be 
paid to “the social contexts within which [W]hite teachers learn and work” (Jupp & 
Lensmire, 2016, p. 987).  
In sum, the second wave of White teacher identity studies collectively examines 
“the identities of [W]hite teachers who, with more and less success, are attempting to 
come to grips with their own complexity and complicity in a [W]hite-supremacist system 
and seeking to learn how to fight against it” (Jupp & Lensmire, 2016, p. 986). This study 
hopes to ground itself within the second wave of White teacher identity studies due to its 
curiosity of how White cisgender female pre-service teachers come to terms with their 
complex identities within their enrollment in one diversity elementary education course. 
By examining how White cisgender female pre-service teachers grapple with their 
identity in terms of intersectionality, power, and privilege, and its impact on future 
teaching, this study hopes to add to existing literature within the second wave of White 
teacher identity studies. 
Identity within teaching. In order to assist in adding to the literature of the most 
recent wave of White teacher identity studies, identity specifically within the teaching 
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profession needs to be acknowledged. Noting that “educators are not purely ‘objective’ 
beings and thus, do not come neutrally into a classroom” (Hearn, 2012, p. 42), it is 
important for teacher education programs to instruct pre-service teachers in 
understanding their own complex identities in relation to their classroom instruction and 
professional identity. Miller (2017) believes that teacher identity can be comprehended as 
“both product (a result of influences on the teacher) and process (a form of ongoing 
interaction within teacher development)” (p. 19). By understanding that their own 
identities, biases, and opinions will affect teaching instruction in some way (Hearn, 
2012), teachers can then begin to “understand who their students are and how they view 
and respond to their students—in all of their complexity—to foster learning and growth” 
(Pugach et al., 2018, p. 1).  
Identity within learning. Considering identity within learning is also an 
important feature of White teacher identity studies. In order to promote the voices and 
relationships with students of various cultures and backgrounds (Jupp et al., 2016; Jupp 
& Lensmire, 2016), White teachers must consciously be aware of the continuous 
development of student identities in their classrooms. Just like educators, students enter a 
classroom “with their own biases, preferences, and assumptions that are mostly based 
upon… social identifiers and the histories of those identifiers” (Hearn, 2012, p. 42). 
However, White female educators, particularly in early childhood and elementary 
classrooms, are deemed to be “the perfect candidate[s] who can responsibly protect the 
innocence of childhood for young children by shielding them from such social ills of 
racism” (Miller, 2017, p. 21). Therefore, these educators often do not address these issues 
or teach anti-racism, which can contribute to the invisibility or “othering” categorizations 
   
 
21 
of individualized student identities. Within the second wave of White teacher identity 
studies, White educators are called upon to recognize that “the learning environment is 
replete with embedded scripts on account of society’s shaping of its views in regards to 
persons and people groups” (Hearn, 2012, p. 42) and to contemplate how to dismantle 
these systems of privilege, power, and oppression within the acknowledgement and 
visibility of complex student identities.  
The Role of Self-Reflection in Diversity Education 
 The practice of self-reflection “is a key component to [pre-service teachers’] 
understanding of [the] complex issues” (Blanchard et al., 2018, p. 360) of identity, 
intersectionality, power, and privilege. According to Hall (2016), “[e]ducators must be 
self-reflective to understand personal motives, privileges, biases, strengths, and 
limitations” (p. 166) within their own teaching as well as student learning in order to 
adopt culturally responsive teaching practices (Blanchard et al., 2018; Grant & Zwier, 
2011). Pre-service teachers enrolled within diversity courses practice self-reflection in 
forms of classroom or group discussions (Curry, 2013; Daniel, 2016; Hall, 2016), blog or 
journal responses (Blanchard et al., 2018; Hall, 2016; Whiting & Cutri, 2015), and 
autobiographical assignments (Daniel, 2016; Hall, 2016; Miller, 2017). These forms of 
self-reflection throughout enrollment in a diversity course assist pre-service teachers in 
“tapping into a wide range of cultural knowledge, experiences, contributions, and 
perspectives” (Gay, 2010, p. 34) in order to become more adept at teaching and 
instructing diverse classrooms of students.  
Self-reflective practices often include pre-service teachers’ narratives on personal 
life experiences (Kumar & Lauermann, 2018; Tharp, 2017), stereotypes, beliefs, biases, 
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and assumptions held about others (Blanchard et al., 2018; Grant & Zwier, 2011; Kumar 
& Lauermann, 2018). In addition to these practices, previous enrollment in diversity-
related courses (Bennett et al., 2017) are all factors that may influence a pre-service 
teacher’s understanding and application of culturally responsive teaching practices. 
Flynn, Worden, and Rolón-Dow (2018) explain that not all White pre-service teachers 
have the same lived experiences; for example, pre-service teachers who have lived in an 
urban setting or attended racially, ethnically, and/or culturally diverse K-12 schools may 
hold very different life experiences than those who attended rural, small town schools 
(Tharp, 2017).   
Kumar and Lauermann (2018) also explain that stereotypes, beliefs, biases, and 
assumptions held by pre-service teachers about others develop via “years of socialization 
within family, community, and school environments set within social and political 
contexts” (p. 427). However, diversity education courses can provide opportunities for 
pre-service teachers to examine their beliefs in order to “unlearn” (Grant & Zwier, 2011, 
p. 184) these biases and stereotypes and to begin to adapt instruction based on the needs 
and identities of their students (Kumar & Lauermann, 2018). Previous enrollment within 
other diversity-related university courses may additionally assist pre-service teachers in 
identity development as well as understandings of privileges, oppressions, and power 
experienced by various societal groups of individuals (Bennett et al., 2017). Self-
reflection, likewise, allows pre-service teachers to recognize that their own “knowledge, 
dispositions, and practices have continued and will continue to shift and evolve” (Daniel, 
2016, p. 581) throughout their teaching experiences and identity formation. Summarized 
by Blanchard et al. (2018), pre-service teachers must apply hard work, self-knowledge, 
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and self-evaluation to understand themselves “before they can begin to understand and 
celebrate diversity within their classrooms” (p. 361).  
Gap in the Literature 
 As noted above in the literature, the emergence of diversity education as a field 
and as a course offered to pre-service teachers is relatively new. Culturally relevant 
teaching is still being measured in terms of long-term effectiveness, and there is a call “to 
better articulate White teacher identity studies in the present moment” (Jupp et al., 2016, 
p. 1152). This study is conducted to support these gaps in literature by contributing an 
application and understanding of culturally responsive teaching in an elementary 
education context as well as supporting recent research into White teacher identity 
studies. This study is unique in a sense that it proposes to gain an understanding into how 
participants of one undergraduate diversity course understand identity, power, and 
privilege through a lens of intersectionality. This study also takes place at one public 
university in Virginia, focuses solely on White cisgender female pre-service elementary 
teachers taught by a White cisgender female teacher educator rather than a diverse 
sample size (Lobb, 2012), and follows participants throughout their enrollment in a 
lecture-style course as opposed to an added practicum placement. Finally, this study uses 
its own piloted survey and interview questions created specifically for this research but 
will analyze participant submitted coursework of which prompts were created by the 
teacher educator. Each of these characteristics have been chosen in hopes that nuanced 
perspectives of understanding identity, power, and privilege may emerge through this 
study and add to existing literature on diversity education. 
 




This literature review confirms the critical need for further development and 
implementation of effective diversity-related instruction and practices in teacher 
education programs, especially in terms of acknowledging and understanding how both 
teacher and student identities, powers, and privileges enter and play roles in the 
classroom. To reiterate, because K-12 classrooms are growing evermore culturally 
diverse while teachers of these students remain mostly White and female, teacher 
education programs must commit to adopting culturally responsive teaching instruction 
which encourages pre-service teachers to better understand their own cultures and 
identities, their students’ cultures and identities, and the roles each may play in the 
classroom. Encouraging White cisgender female pre-service teachers to explore their own 
intersecting identities, powers, privileges, and oppressions through self-reflection and 
evaluation of personal biases, assumptions, stereotypes, and experiences can assist in the 
development of the knowledge and awareness of how these various social constructions 
present themselves in elementary classrooms. The commitment to further develop 
diversity-related instruction and practices within teacher education programs, through the 
exploration of teacher and student identities, provides the opportunity for White 
cisgender female pre-service teachers to improve upon the pedagogical knowledge, skills, 
and curricula deemed necessary to become more aware, adept, and critical in their 









 This qualitative case study was conducted in an effort to understand how White 
cisgender female elementary pre-service teachers at one public Virginia university 
consider perceptions of identity, power, and privilege to their future teaching of culturally 
diverse classrooms. This study followed four White cisgender female pre-service teachers 
enrolled in one undergraduate diversity course over fourteen weeks to observe and 
discuss how each participant explores the significance of identity and intersectionality 
within teaching and learning. Through triangulation of participant coursework, class 
observations, and participant and teacher educator interviews, this research explored 
which social markers of identity participants within this study chose to identify 
themselves with and why, which privileges and/or oppressions were connected with these 
identity markers, and how the intersectionality of identity, power, and privilege play a 
role in student identity as well as in teaching a culturally diverse classroom. The research 
question and subquestions are as follows: 
1. How does one undergraduate diversity course influence White cisgender female 
pre-service elementary teachers in their understanding of identity, power, and 
privilege? 
a. [How] Do White cisgender female pre-service elementary teachers apply 
knowledge from one undergraduate diversity course to their own identity, 
power, and privilege? 
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b. [How] Do White cisgender female pre-service elementary teachers apply 
knowledge from one undergraduate diversity course in their understanding 
of future students’ identities, powers, and privileges? 
Research Design 
 This study employed a qualitative case study design in order to explore White 
cisgender female pre-service teachers’ perceptions of identity, power, and privilege as 
they relate to teaching a culturally diverse elementary classroom. A case study, as defined 
by Mertler (2017), is “a detailed examination of a single setting, a single subject, or a 
particular event” (p. 94). Merriam and Tisdell (2016) further explain that a case study 
utilizes “one particular program or one particular classroom of learners (a bounded 
system), or one particular older learner selected on the basis of typicality, uniqueness, 
success, and so forth” (p. 39) to address a research question. To date, pre-service teachers 
enrolled in the targeted university’s elementary teacher education programs are required 
to take one specific diversity course for completion of licensure and degree requirements. 
This study followed one three-credit section of an elementary education diversity course 
taught by one teacher educator, who self-chose the pseudonym Elizabeth Strong. 
Elizabeth self-identifies as “White, [m]iddle class, [c]isgender, LGBTQ [f]emale, 
[a]theist with no physical or intellectual disabilities… [also] a native English speaker” (E. 
Strong, personal communication, July 1, 2019). This section of the course met weekly on 
Monday afternoons for two hours and thirty minutes and enrolled twenty students. 
This study was qualitative in nature, which means this research operated “based 
on the belief that knowledge is constructed by people in an ongoing fashion as they 
engage in and make meaning of an activity, experience, or phenomenon” (Merriam & 
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Tisdell, 2016, p. 23). Because this study sought to understand how four White cisgender 
female pre-service elementary educators made meaning of their intersecting identities in 
terms of their future teaching and student learning, the researcher was utilized as the 
primary instrument of data collection and analysis. Although the human instrument can 
be subjective and biased in any research study, the researcher is the best method of 
qualitative data collection and analysis because one can be “immediately responsive and 
adaptive…can expand his or her understanding through nonverbal as well as verbal 
communication, process information (data) immediately, clarify and summarize material, 
check with respondents for accuracy of interpretation, and explore unusual or 
unanticipated responses” (Merriam & Tisdell, 2016, p. 16). Further, qualitative 
researchers can also provide rich, thick descriptions via words to convey an in-depth 
understanding of what is being studied (Merriam & Tisdell, 2016; Mertler, 2017). 
Finally, a qualitative study employs the use of inductive analysis in order to make sense 
of data collected. Mertler (2017) describes the inductive process as a “bottom-up” 
approach (p. 8), one that builds towards theory by sorting pieces of information collected 
from observations, interviews, or documents into patterns or themes that attempt to 
answer the research questions.  
For the purposes of this research, a qualitative case study design best assisted in 
addressing my research questions because I sought to understand how one section of a 
diversity course influenced White cisgender female pre-service elementary teachers’ 
perceptions of identity, power, and privilege. This study followed four White cisgender 
female pre-service elementary teachers—the reflective majority demographic of 
elementary teacher educators (Curry, 2013)—throughout their enrollment in the course 
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and provides four individualized accounts of how one diversity course influenced their 
understanding of teaching in a culturally diverse classroom.   
Sample/Site/Intervention 
 This study occurred within one classroom of pre-service elementary teachers 
enrolled in one section of one diversity education undergraduate course in the fall of 
2019. This purposeful sample of the course section was created due to my personal 
relationship with the teacher educator, Elizabeth Strong, and her approval of my proposed 
study. Limited to twenty elementary education students in their first semester of their 
elementary education minor, this study followed four White cisgender female pre-service 
teachers in their understanding of identity, intersectionality, power, and privilege as they 
believed it related to teaching in a culturally diverse classroom. This study also employed 
the participation of Elizabeth Strong for further exploration in how instruction of course 
information and objectives are delivered to students and how this instruction may have 
influenced students in their understanding of course content. While class observations 
took place in the reserved classroom, in-person participant and teacher educator 
interviews took place in a scheduled room located in the same building as class for 
participatory convenience. 
 Participants of this study were selected via indication on an initial survey (see 
Appendix A for survey questions) which asked for basic demographic information, prior 
knowledge of topics to be instructed on throughout the course, and requested 
participation in this research study. I met with the 20-person class on the first day of the 
semester to distribute participant surveys. Out of twenty students, sixteen self-identified 
as White cisgender female, one as White and Asian cisgender female, one as Black and 
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White cisgender female, one as White nonbinary/agender, and one as White cisgender 
male. In total, six students from this class noted on the survey that they would be 
interested in participating in this study: five White cisgender females (one junior, three 
seniors, and one fifth year) and one White and Asian cisgender female (senior). Because 
this study sought to explore identity, power, and privilege understandings through a 
purposive selection of White cisgender female pre-service teachers, the student who self-
identified as White and Asian was eliminated. At the time of participant selection, I was 
operating under the assumption that all students enrolled in this diversity course must be 
in their third, or junior, year of undergraduate studies. However, after speaking with the 
teacher educator, I was made aware that students enroll in this course when they are in 
the first year of their elementary teacher education program. Still, because this course is 
one of the first in which these elementary pre-service teachers must enroll in for 
completion of their program, I felt that the four White cisgender females in their junior 
and senior years of undergraduate studies were more representative of the sample size 
than the White cisgender female who stated she was in her fifth year. Upon selection, 
participants of this study and the teacher educator of the course were notified of the ethics 
and confidentiality of this research via Institutional Review Board (IRB) approval and 
were provided copies of their consent form for future reference (see Appendices B and 
C).  
No classroom intervention was utilized in the duration of this study. Simply, this 
study followed one teacher educator in the instruction of one section of one elementary 
education diversity course. I observed the teacher educator’s course as it was scheduled 
to be taught on the syllabus (see Appendix D), with the topics of class, poverty, race, 
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White privilege, language, sexual orientation, gender, ableism, religion, and culturally 
responsive pedagogy being explored each of the fourteen weeks. Due to these topics 
being instructed on and discussed in class, I did not influence participants to reflect on 
their identities, powers, privileges, or intersectionality in any way outside of what was 
instructed within the course. Participant coursework that was examined in this study 
derived directly from existing assignments created by the teacher educator. No artifacts 
constructed on behalf of the teacher educator or research for the benefit of this study were 
employed.  
Data Collection Techniques 
 This study utilized class observations, participant interviews, teacher educator 
interviews, and participant submitted coursework to explore how one undergraduate 
diversity course influenced White cisgender female pre-service elementary teachers in 
their understanding of identity, power, and privilege. 
Class observations. According to Mertler (2017), observations “involve carefully 
watching and systematically recording what you see and hear going on in a particular 
setting” (p. 130). Weekly class observations via a two-column field note method allowed 
me to gather data on how the teacher educator instructed students regarding the pre-
determined topics from the syllabus, what resources were utilized to facilitate student 
discussion in class, and how participants of this study interacted with peers, the teacher 
educator, and each other about the information presented (Mertler, 2017). Within class 
observations, I observed the physical setting of the classroom, my participants, activities 
and interactions, conversations, subtle factors occurring, and my own behavior each week 
(Merriam & Tisdell, 2016). My role in this data collection method was an observer as 
   
 
31 
participant, in which the purpose of my presence was known to the class, and I 
“observe[d] and interact[ed] closely enough with members to establish an insider’s 
identity without participating in those activities constituting the core of group 
membership” (Adler & Adler, 1998, p. 85, as cited in Merriam & Tisdell, 2016, p. 145). I 
conducted eleven observations over the course of the fourteen-week semester. I 
conducted class observations the first day of class to understand course expectations, but 
also attended weeks that stereotypes, sexual orientation, gender, race, White privilege, 
refugees and immigration, social class, religion, and culturally responsive pedagogy were 
discussed. I did not conduct three weekly observations, one due to a continuation of 
topics from the previous week (week 7), another due to a three-hour poverty simulation 
that I have experienced twice (week 11), and the last due to class cancellation because of 
teacher educator illness (week 12). I acknowledge that there is a possibility that rich 
discussion on intersecting facets of identity, power, and privilege may have occurred on 
weeks I did not observe, therefore contributing to a limitation of this data collection 
method.  
The ultimate goal of class observations was to gain insight into how four 
participants interacted with information presented in class without interfering with or 
influencing their thoughts or beliefs. To document class observations, I conducted field 
notes using a two-column approach. The two-column approach allowed me to record 
actual observations and interactions in the left column and note my own comments, 
beliefs, behaviors, and biases in the right column (Mertler, 2017). Observer’s comments 
contained any emerging patterns of data I made, my own beliefs or biases about what I 
observed, or any initial thoughts I noted about what occurred in the classroom. Mertler 
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(2017) states that the separation of these two columns “is critical so that actual 
observations are not confused with what [the researcher] think[s] the observed event 
means” (p. 131). By practicing a two-column approach in my field notes, my subjective 
thoughts, assumptions, and biases were accounted for when I interpreted and analyzed 
my data. 
 Because I only observed four participants out of a twenty student maximum in 
their interactions with content discussed by the teacher educator in lecture, class 
observations were difficult to complete. While I wanted my class observations to be 
exhaustive in detail each week I attended, I needed to make sure that I only made 
observations related to what the teacher educator said or did or what my four participants 
said or did. One challenge to this data collection method was trying to observe four 
participants in various group discussions that happened simultaneously each week. I did 
not audio record class observations because I sought to observe genuine reflections from 
my participants; therefore, I was concerned an audio recording device would have 
hindered their authentic responses. I also did not audio record class observations because 
the device would have recorded more voices than just my four participants and teacher 
educator, which meant I would not have been able to distinguish what my participants 
were saying versus another student enrolled in the course. Each week, two out of four of 
my participants were always grouped together for group discussions. Because of the 
anonymity of my study, making observations on certain group discussions proved to be 
difficult because I did not want the teacher educator or other students in the class to know 
which groups I was trying to pay attention to. Instead, I sat in a central spot in the 
classroom during all group discussions so that I could hear each of my participants 
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contribute to discussions rather than walk around to each group. It must be noted that this 
central location most likely contributed to missed opportunities to record observations 
during simultaneous group discussions. 
While the absence of audio recording was a limitation of this data collection 
method, I did use a shorthand coding system each week so that I could capture as many 
observations as I was able to. I identified each participant in my observations based on 
the first letter of their self-chosen pseudonym (last names were later chosen at random) as 
well as focused on key words in their responses that stood out later during reflection 
(Merriam & Tisdell, 2016), such as intersectionality, identity, power, and privilege. I also 
noted other students in the classroom who might have influenced my participants’ 
interactions or responses; although my participants were the main focus of class 
observations, impacts other students have on participant responses were also imperative 
to note.  Maintaining a seating chart each week, taking note of which student peer 
influences a participant’s response, and focusing on key words of student responses 
allowed me to recall what was occurring directly after observations were made.  
Ultimately, the use of class observations in this study allowed me to gain a 
broader sense of how the teacher educator instructed the course. Because my class 
observations were somewhat limited due to extensive group discussions, I focused my 
field notes more on how the teacher educator delivered information to the students, how 
my participants discussed the information, and what teaching practices, strategies, or 
readings were offered for further exploration.  
Interviews. I also conducted in-person, audio recorded interviews with four 
participants (see Appendix E for participant interview questions) and the teacher educator 
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(see Appendix F for teacher educator interview questions) of this elementary education 
diversity course over the course of fourteen weeks. I conducted three semi-structured 
interviews per participant, one every three to four weeks, and one semi-structured 
interview with the teacher educator over the course of one semester in order to gain as 
complete of an understanding about my research questions as I was able to. Semi-
structured interviews are articulated to be more flexibly worded, in which “the researcher 
asks several ‘base’ questions but also has the option of following up a given response 
with alternative, optional questions” (Mertler, 2017, p. 134). Multiple interviews 
conducted with the participants assisted in gaining a better understanding of 
individualized perspectives of the information presented throughout this undergraduate 
diversity course. These interviews also served the purpose of clarifying any 
misunderstood data from class observations and submitted coursework evaluations over 
the course of the semester. 
Gaining the teacher educator’s perspective of the course via interviews served a 
key purpose to this study. Since all class lectures, assigned readings, and weekly 
assignments were planned by the teacher educator, I felt it was important to gain her 
opinion on how her course influenced these participating pre-service teachers in their 
understandings of identity, power, privilege, and intersectionality. The teacher educator 
also established relationships with her students throughout the semester; therefore, she 
offered a new perspective into how she believed each grappled with the information she 
presented.  
 While interviews allowed me to obtain data I might not have received via other 
data collection methods, many challenges were faced within this technique. The most 
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important limitation of conducting interviews was the amount of time it took to schedule, 
conduct, and reflect on each interview. According to Mertler (2017), each interview 
should “typically last between 1 and 2 hours” (p. 136), therefore I had to be respectful of 
my participants’ time, the teacher educator’s time, and my own time if I sought to 
interview each individual involved in my study more than once. Each of my participant 
interviews (12 in total) ended up lasting between 35 minutes to one hour. I also had to 
make sure that I asked questions that provided meaningful information to answer my 
research questions. Every interview question had a purpose within the study without 
being leading or biased, due to piloting and research committee approval of each question 
(Merriam & Tisdell, 2016). I had multiple means to capture audio for each interview as 
well; through taking notes on my interview question sheet and relying on a digital voice 
recorder, I was able to focus more on my participants’ answers and had the opportunity to 
comfortably ask follow-up or clarification questions as they were needed. 
Participant submitted coursework. I utilized participant submitted coursework 
as a final method of data collection. For the purpose of the study and the nature of course 
assignments, participant coursework submissions were treated as personal documents. 
The personal documents obtained in this study were comprised of blog responses or 
creative one pagers (see Appendix G for weekly response prompt) and a final 
culminating assessment that asked students to reflect on all of their identities that may 
hold privileges or oppressions in relation to teaching (see Appendix H), as noted per the 
syllabus. Much like observations, according to Merriam and Tisdell (2016), “documents 
give us a snapshot into what the author thinks is important, that is, their personal 
perspective” (p. 166). Participant coursework had the ability to provide insight of the 
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individual’s attitudes and beliefs of what was being taught in class but also the 
application of information into future teaching of culturally diverse classrooms. Besides 
data being collected in class observations and interviews which can potentially be 
influenced by other individuals, student submitted coursework provided context into how 
each individual participant was applying information learned to their identity and 
teaching without interference from others.  
The teacher educator utilized Canvas, an online learning management system, as a 
course organizer for students to submit coursework for grading. To gain access to 
participant coursework on Canvas without jeopardizing the identity of students who did 
not consent to participate in this study, I met with the teacher educator once a week to 
download each participant’s assignments from her personal instructor site under her 
supervision. By downloading weekly participant coursework under the supervision of the 
teacher educator, the teacher educator and I verified that I did not view coursework 
submitted by other students enrolled in the course nor did I witness any grades of any 
student throughout the course of this study. I downloaded the participant submitted 
coursework onto a personal USB flash drive to ensure no internet transferring of files. I 
then used my personal USB flash drive to transfer participant submitted coursework into 
an encrypted folder on my personal computer before permanently deleting the documents 
from my USB flash drive.  
Merriam and Tisdell (2016) warn, however, that data obtained via personal 
documents “is highly subjective in that the writer is the only one to select what he or she 
considers important to record” (p. 166). Besides the guidelines to each assignment (see 
Appendixes G and H for prompts), participants had free and unlimited range to reflect on 
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their personal understandings in as little or as many words they liked. Data collection via 
this method relied on the participant putting thoughtful effort into every assignment so it 
was meaningful enough for me to utilize in data analysis. Another challenge in using this 
data collection method is the time it took to read, code, and apply these assignments to 
interview discussions and class observations each week. As noted on the syllabus, blogs 
or creative one pagers were due each week followed by occasional group projects and 
one final assessment paper. I obtained four personal blog responses or creative one pagers 
per week and one final assessment paper per participant.  
Existing documents. This study utilized existing documents in the form of course 
readings and videos, as assigned by the teacher educator, to support data collection. 
Documents in qualitative research refer to “written, visual, digital, and physical material 
relevant to the study” (Merriam & Tisdell, 2016, p. 162), which usually “exist prior to 
commencing the research study at hand” (p. 162). As noted on the teacher educator’s 
syllabus (see Appendix D), videos, textbook chapters, and additional readings were 
expected to be completed prior to each class meeting in order to facilitate discussion 
during lectures each week. Other supplemental resources viewed in class also classified 
as existing documents in this study. It is important that I obtained access to existing 
documents utilized in this course in order to gain a fuller understanding of how this 
undergraduate diversity course influenced White cisgender female pre-service elementary 
teacher participants in their understanding of identity, power, and privilege. The existing 
documents used throughout this fourteen-week long course were provided to students by 
the teacher educator online via Canvas or each week during class. The teacher educator 
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added me to the Canvas site during the first week of class as a “student” so that I was 
able to view videos and readings assigned each week. 
To conclude, class observations provided me with data as to how the teacher 
educator instructed and interacted with the material and participants, interviews provided 
me with rich, thick, in-depth responses to questions directly related to my research 
questions, and participant coursework allowed me to inquire about personal application 
of knowledge learned throughout the course and how each participant grappled with the 
information in their own personalized context. All three data collection methods were 
utilized in the hopes of providing saturation (Merriam & Tisdell, 2016) of responses or 
perhaps even a nuanced outlook to the data due to unique occurrences emerging. Each of 
this study’s three data collection methods were also chosen to ensure validity, reliability, 
and transferability of this research. 
Validity 
In order to ensure validity of this research study, triangulation of three data 
collection methods was employed. Triangulation of class observations, participant and 
teacher educator interviews, and participant coursework all collectively assisted in 
addressing my research questions by “comparing and cross-checking data collected 
through observations at different times or in different places, or interview data collected 
from people with different perspectives or from follow-up interviews with the same 
people” (Merriam & Tisdell, 2016, p. 245). Each mode of data collection had the ability 
to compare and contrast with each other, by asking clarification questions in follow-up 
interviews about class observations or coursework, searching for similarities of answers 
in participant coursework to discussions held in class, and by measuring teacher educator 
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expectations to participatory student outcomes via interviews, observations, and 
coursework. The utilization of triangulation in this study “increases credibility and 
quality by countering the concern (or accusation) that a study’s findings are simply an 
artifact of a single method, a single source, or a single investigator’s blinders” (Patton, 
2015, p. 674, as cited in Merriam & Tisdell, 2016, p. 245). 
Finally, the strategy of reflexivity was included to ensure validity of this study. 
Reflexivity includes the researcher’s position in the study, or “how the researcher affects 
and is affected by the research process” (Merriam & Tisdell, 2016, p. 249). While my 
stance as a researcher is noted in the positionality statement of the introduction to the 
problem, it was also essential to note observer’s comments in my class observations via 
the righthand column of my field notes to document “initial interpretations, assumptions, 
or biases” (Mertler, 2017, p. 143) that may have presented themselves during data 
analysis and discussion. Noting reflexivity was imperative in ensuring validity in 
qualitative research because readers must be able to understand “how a particular 
researcher’s values and expectations influenced the conduct and conclusions of the 
study” (Maxwell, 2013, p. 124, as cited in Merriam & Tisdell, 2016, p. 249). 
Reliability  
While the purpose of qualitative research is to explain how people make sense of 
their world and the experiences they have (Merriam & Tisdell, 2016), reliability of the 
study was analyzed in order to establish consistency and alignment in the research. 
Reliability is the “extent to which research findings can be replicated” (Merriam & 
Tisdell, 2016, p. 250). Although every person experiences the world around them in a 
unique way and replications of this qualitative study may not yield the same results, 
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findings of this research should not be discredited because it is more important that 
“results are consistent with the data collected” (Merriam & Tisdell, 2016, p. 251). 
Triangulation of various data collection methods, reflexivity, and peer reviews all operate 
to credit reliability of this research study. Triangulation served as a means of “obtaining 
consistent and dependable data, as well as data that are most congruent with reality as 
understood by the participants” (Merriam & Tisdell, 2016, p. 252). This study could be 
replicated by utilizing the same methods classroom observations, participant and teacher 
educator interviews, and participant coursework, yet it may yield varying results due to 
unique participant experiences and study contexts. However, as long as the triangulated 
results are consistent with the data collected, the study can be considered reliable.  
Reflexivity ensures that readers understand the researcher’s perspectives, 
assumptions, and biases which may influence data analysis and discussion, a feature 
which may vary from researcher to researcher. As long as readers are provided adequate 
information as to how a researcher collected and analyzed their data in reference to 
researcher interpretation, reliability can be verified. Peer reviews are also a valuable 
process in establishing reliability. For the purposes of this study, my thesis committee 
served as my peer review process. Each faculty member serving on my thesis committee 
for this research study contributed their knowledge to review and critique data collection, 
analysis, and interpretation of findings (Merriam & Tisdell, 2016; Mertler, 2017). 
Transferability  
Merriam and Tisdell (2016) note transferability as a final means of ensuring 
validity of a research study. Transferability, or “the extent to which the findings of one 
study can be applied to other situations” (Merriam & Tisdell, 2016, p. 253), can be 
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achieved through the use of rich, thick description within data collection, analysis, and a 
discussion of findings in a study. Rich, thick description of the setting, participants, 
interviews, observations, submitted coursework, and existing documents all offer 
transferability to readers seeking insight on topics related to this research. The goal of 
this study is to provide user generalizability to readers, in which “the person who reads 
the study decides whether the findings can apply to his or her particular situation” 
(Merriam & Tisdell, 2016, p. 256). Offering user generalizability of this research 
especially allows readers who are teacher educators to determine whether this study is 
similar to their own teaching or life experiences, determine if it is relevant to the growth 
and identity development of the students they teach, and perhaps suggest findings to 
enhance classroom practices. 
Data Analysis 
The use of an inductive analysis to “reduce the volume of information…collected, 
thereby identifying and organizing the data into important patterns and themes in order to 
construct some sort of framework for presenting the key findings” (Mertler, 2017, p. 173) 
of this study proved to be most beneficial in collecting, analyzing, and synthesizing my 
data. Class observations, submitted coursework, three interviews with each participant, 
and one interview with the teacher educator were utilized in this data analysis. Due to an 
immense amount of data collected over a fourteen week period, submitted coursework 
and participant interviews served as the primary source of data. Because two types of 
weekly coursework assignments—written blog responses and creative one pagers which 
asked students to incorporate images and drawings to convey reflection of readings—
were required, only written blog responses were utilized in data analysis since creative 
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one pagers were significantly up to interpretation of the viewer. For this reason, only 
coursework from weeks 2, 5, 6, 10, 11, and 12, as well as a final assessment paper from 
each participant are reflected in the data analysis below. Class observations and one 
interview with the teacher educator served as additional references to gain an overall 
researcher understanding of how information of diversity- and multicultural education-
related topics were presented to participants. It is important to note that all themes will be 
discussed via appearance in participant coursework and interviews, yet will be 
complemented with examples from class observations and the teacher educator interview 
when deemed appropriate. 
After organizing all submitted coursework and transcribed interviews into 
retrievable units for each participant (Merriam & Tisdell, 2016), four colors were 
assigned as codes to highlight potential responses to each of the three research questions 
(overarching understanding of identity, understanding of personal identity, and 
understanding of student identity) as well as to mark for any indications of 
intersectionality of identity markers. I read through each coursework submission (weekly 
assignments and final paper) and each participant interview from the beginning of the 
semester until the end to manually highlight responses which answered my three research 
questions. This process was then repeated in order to ensure that the first round of coding 
was consistent with a second analysis, followed by highlights of any mention of 
intersectionality between two or more identity markers. 
Throughout the construction of themes, Merriam and Tisdell (2016) recommend 
keeping the purpose of the study and the lens of the epistemological framework(s) in 
mind. Before explaining how data was further analyzed for this study, I must make 
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known my decision to expand on themes not directly relating to my theoretical lens of 
intersectionality. After two rounds of manually coding participant coursework and 
interviews, it became apparent that there were more themes emerging that answered this 
study’s three questions than just through examination via a lens of intersectionality. 
Rather than overlook this rich data, I decided to include all major themes found through 
analysis in this chapter, but will provide further discussions about the future use of 
intersectionality as an analytical framework in chapter 5.  
From the first two rounds of manual coding, each color coded response was 
extracted out of its original collected form and grouped into its own unit according to 
which research question it potentially answered, with an additional unit holding all 
responses that reflected intersectionality of identities. I admit that there was overlap 
between each of the units, due to the second and third research questions being sub-
questions of the overarching first, so I used my best judgment to organize responses 
based on reflections of overall identity, identity as it relates to the participant, and identity 
as it relates to a future student. By organizing data into even smaller units, I was then able 
to manually conduct a third round of analysis via thematic coding. Each response in these 
units were analyzed and coded for commonalities (i.e., questions posed, instances of 
power, privilege, and disadvantage, additional influences), then further grouped for 
variations or differences amongst participants within these overarching commonalities. 
Three rounds of manual data analysis ultimately led to eight overarching themes 
to answer research question one: how one undergraduate diversity course influenced 
White cisgender female pre-service elementary teachers in their understanding of 
identity, power, and privilege. Within those eight themes, subthemes emerged which 
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answer the second and third research questions: how participants apply knowledge from 
the course to their own identity, powers, and privileges; and how participants apply 
knowledge from the course to understanding future students’ identities, powers, and 
privileges. Again, because the I admit that there was an overlap in many participant 
responses between each of my research questions, I then felt it was appropriate to look at 
the themes that emerged from my second and third research questions as well as from 
instances of intersectionality and organize them under my seven overarching themes 
according to commonalities. Themes and subthemes that emerged from this data analysis 




















This qualitative case study ultimately began one year ago as a result from an 
identity-related conversation with a faculty member in the college of education. This 
faculty member shared her observation that some White students in her diversity class 
could not come to understand the intersections of their identities that may further lead to 
privilege, oppression, and/or power. She then expressed her curiosity about this 
observation in relation to an elementary teacher education program. Because elementary 
educators remain primarily White and female while their students continue to grow 
racially, ethnically, linguistically, and culturally diverse each year (Institute of Education 
Sciences, n.d.; Institute of Education Sciences, 2018), I began to wonder how the 
elementary teacher education program instructed White cisgender female pre-service 
teachers via one undergraduate course dedicated to the topics within diversity and 
multicultural education and if these pre-service teachers could identify and understand 
how they may hold power and privilege through the intersections of their social markers 
of identity. This initial conversation with a faculty member and my growing interest in 
elementary diversity education led to the following research questions and subquestions: 
1. How does one undergraduate diversity course influence White cisgender female 
pre-service elementary teachers in their understanding of identity, power, and 
privilege?  
a. [How] Do White cisgender female pre-service elementary teachers apply 
knowledge from one undergraduate diversity course to their own identity, 
powers, and privileges?  
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b. [How] Do White cisgender female pre-service elementary teachers apply 
knowledge from one undergraduate diversity course in their understanding 
of future students’ identities, powers, and privileges?  
Data was collected via class observations, coursework evaluations, and interviews from a 
purposive sample of participants who self-identified as White cisgender female pre-
service elementary teachers. A one-time interview with the teacher educator of the course 
was also conducted for a further understanding of expectations and instruction of the 
course. This chapter further provides information about participants in this study and 
details findings which answer the study’s three research questions in the form of themes 
and subthemes from data analysis.  
Description of Participant Sample 
Four participants, all who self-identified as White cisgender female pre-service 
elementary teachers, contributed data in the form of class observations, interviews, and 
submitted coursework to this qualitative case study. Brief descriptions of each 
participant, including pseudonyms, are highlighted below in order to provide 
characterization to this homogenous group of participants: 
 Elizabeth Johnson. Elizabeth is in her third, or junior, year of her undergraduate 
studies. She is a resident advisor on campus, is a peer mediator, and is involved in many 
extracurriculars on campus, such as choir and photography. Elizabeth also likes to travel 
and has studied abroad through her university. She enrolled at her university due to 
interest in a five-year teacher education program. Elizabeth believes an introductory 
education course and world history courses contributed to her understanding of diversity 
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and multicultural education. On her participant survey, she states that her ideal teaching 
placement would be somewhere overseas.  
 Brandi Smith. Brandi is a senior in her undergraduate program. She loves to dance 
and sing, and is a member of a dance team. She identifies strongly in her faith, therefore 
she also spends her free time with a religious group on campus. Brandi credits her 
passion for teaching through experience in preschool classrooms for the past three years. 
She also believes sociology of sexuality helped her in her understanding of diversity and 
multicultural education. Brandi notes that she is flexible in her ideal teaching placement 
after graduation, meaning she is open to instructing anywhere, public or private. 
 Libby Turner. Libby identifies as a senior in her undergraduate program. She 
loves to work and holds a job outside of class. She also likes to cook using a plant-based 
diet and takes pride in making others laugh. She enjoys public speaking, which is a skill 
she frequently uses due to her position in a sorority as well as through the nonprofit 
organization her sorority partners with each year. She explored many degree avenues 
before settling in the elementary education program. She also credits courses in 
government and teaching English to speakers of other languages (TESOL) classes to her 
understanding of multicultural education. Libby hopes to teach in a public elementary 
school setting after graduation. 
 Sophie Harris. Sophie is in her senior year of her undergraduate program. She 
comes from a family of five that also has three dogs. She loves to watch movies and 
credits herself to be a big Disney fan. Sophie self-identifies as a people person, and she 
was an orientation leader for incoming freshmen on her campus. She also had the 
opportunity to study abroad before the school year began, and states that this experience 
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pushed her out of her comfort zone in terms of lack of proximity to family and the 
language barrier. Sophie credits geography and courses she took while studying abroad to 
her understanding of diversity and multicultural education. She is not sure where she 
wants to teach after graduation, but notes that she prefers a public school. 
Findings 
Three rounds of manual data analysis led to the various themes and subthemes 
outlined in this chapter which answer this study’s main research question and two 
subquestions. Seven themes first emerged that answered the study’s overarching research 
question “How does one undergraduate diversity course influence White cisgender 
female pre-service teachers in their understanding of identity, power, and privilege?”: 
conscious self-reflection and evaluation; gaining the ability to pose questions; a declared 
process of identity development; rejecting a single story of identity; intersectionality 
provides different life experiences; the role history plays in identity, power and privilege; 
and the navigation of privilege and power.  
Upon further examination of the data collected, subthemes which contributed to 
the overarching research question as well as the study’s subquestions also emerged. In 
response to subquestion A “[How] Do White cisgender female pre-service elementary 
teachers apply knowledge from one undergraduate diversity course to their own 
identities, powers, and privileges?”, the following six subthemes developed: complex 
negotiation of identity; identification of intersections within own identity; stereotypes 
found at intersections; contemplating self-privilege; navigating how power is held; and 
power within a teaching identity. As for subquestion B “[How] Do White cisgender 
female pre-service elementary teachers apply knowledge from one undergraduate 
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diversity course in their understanding of future students’ identities, powers, and 
privileges?”, one theme and eight subthemes appeared to provide answers: influences on 
student identity; parental influences on the student; external influences; the role of 
background knowledge; recognizing student identity begins with the teacher; lack of 
discussion surrounding student power and privileges; and discriminations faced by 
students in schools. 
Due to some overlap in content, all themes and subthemes that emerged through 
data analysis ultimately contribute answers to this study’s main research question “How 
does one undergraduate diversity course influence White cisgender female pre-service 
teachers in their understanding of identity, power, and privilege?” in addition to the 
subquestions that were also proposed. While each individual theme and subtheme will be 
discussed in relation to the research question it best answers, each theme that is examined 
can relate back to the study’s main question. Table 2 organizes all themes and subthemes 
with color indication of which research question each most significantly answers along 
with which participants contributed to each theme: 
Table 2 
Themes surrounding understandings of identity, 
power, and privilege 
    
Themes and Subthemes  Elizabeth Brandi Libby Sophie 
1. Conscious Self-Reflection and Evaluation  X  X 
2. Gaining the Ability to Pose Questions X X X X 
3. Declared Process of Identity Development  X  
 
X   
       Complex Negotiation of Identity X X X   
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        Identification of Intersections within 
Own Identity 
X X X X 
4. Rejecting a Single Story of Identity X X X X 
Stereotypes Found at Intersections X    
Intersectionality Provides Different 
Life Experiences 
X X  X 
5. The Role History Plays in Identity, Power, 
and Privilege 
X X X X 
6.  The Emergence of Acknowledging 
Privilege and Power 
X X X X 
        Contemplating Self-Privilege X X X X 
        Navigating How Power is Held  X X  
        Power within a Teaching Identity   X X 
Recognizing Student Identity Begins 
with the Teacher 
 X X X 
Treating Students Equally versus 
Equitably 
X  X  
          Recognizing Intersections within 
Student Identity 
X  X  
   Lack of Discussion Surrounding 
Student   Power and Privilege 
 X X  
   Discriminations Faced by Students in 
Schools 
 X  X 
7.          Additional influences on Student Identity X X X X 
         Parental Influence on the Student   X X X 
                     External Influences X X  X 
                     The Role of Background Knowledge X X   




      = Question 1: Overall understanding of identity, power, and privilege  
 
      = Subquestion A: Self identities, powers, and privileges 
 
      = Subquestion B: Student identities, powers, and privileges 
 
The remainder of this chapter will explore each of these themes and subthemes as they 
relate to each research question in greater detail. The findings that will be discussed first 
begin with contributions from the data to this study’s overarching research question.  
Conscious Self-Reflection and Evaluation 
 The first theme of a conscious self-reflection and evaluation, which contributes to 
the overarching research question of how knowledge from this course influenced 
participants in their understandings of identity, power, and privilege, emerged through 
triangulation of participant and teacher educator interviews and submitted coursework. 
When asked what she hopes students gain from completing her course, Elizabeth Strong, 
the teacher educator, stated, “I hope that they gain the ability to ask questions of 
themselves and others and to learn to critically reflect” (E. Strong, personal 
communication, November 5, 2019). Both Brandi and Sophie seem to be consciously 
aware that this course enabled them to self-reflect on their identities, powers, and 
privileges through their past and future life experiences both in and out of the classroom. 
In response to Abt-Perkins and Gomez’s (1993) “A Good Place to Begin,” Brandi states 
in her blog four entry that she thinks “it is very important to stop and evaluate yourself 
from time to time…When you purposely take time to educate yourself on things you do 
not know, it can make such a differen[ce] plus give you more perspectives to look at” (B. 
Smith, coursework, September 23, 2019). Brandi credits her realization of personal 
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growth due to self-evaluation from trying to branch out from what others taught her to 
think as a child; she explicitly remembers making friends from different cultures and 
always questioning why they performed tasks differently or wear different clothes than 
her (B. Smith, coursework, September 2, 2019). In terms of her future teaching, Brandi 
also seems to consciously know that she wants to “review what [was] previously taught 
in the classroom…review what happened and understand the mistakes to make it better” 
(B. Smith, coursework, September 23, 2019). These two quotes suggest that Brandi 
wishes to continually self-reflect on her past life experiences so that she is able to become 
a better informed community member and a more effective teacher in her classroom. 
 Sophie also admits that she is conscious of her willingness to self-reflect and 
evaluate her life experiences as both a social individual and as a professional teacher. 
Like Brandi, Sophie’s first realization of self-reflection is activated by Abt-Perkins and 
Gomez’s (1993) reading; Sophie believes that “…in order to teach our students correctly, 
we need to be able to understand our own experiences and perspectives” (S. Harris, 
coursework, September 23, 2019).  In her final exam paper, Sophie also notes that “a 
teacher needs to assess their own privileges and the powers they hold in order to 
understand the opportunities they have had and how their students might not have the 
same ones” and ties this declaration to herself by stating, “I’d like to think I am much 
more aware of how important it is to assess your own identities and how they have 
shaped your life in order to be an efficient educator” (S. Harris, coursework, December 
11, 2019). Sophie demonstrates this self-reflection over the course of the semester by 
considering the privileges she holds in her race in both public (e.g., not getting harassed 
while grocery shopping) (S. Harris, coursework, September 30, 2019) and in the 
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classroom (e.g., reading books with characters that look like her) (S. Harris, personal 
communication, September 23, 2019). By assessing which privileges and powers she 
holds through her identity markers, Sophie hopes to be able to use them to complement, 
rather than hinder, her teaching. 
 Brandi and Sophie’s discussion of conscious self-reflection suggests one answer 
to this study’s main research question, in which this undergraduate course has assisted in 
a deeper understanding of identities, powers, and privileges as both an individual and as a 
teacher. It is important to note that all four participants portray aspects of self-reflection 
throughout the semester in both coursework and interviews. Libby, Elizabeth, Brandi, 
and Sophie all reflect on their past experiences in various ways throughout this course, as 
is evident in the themes that follow. This theme was discussed only in terms of a 
conscious and explicit understanding of self-reflection and evaluation of one’s identity 
and past experiences in relation to privilege, power, and the teaching profession. 
Gaining the Ability to Pose Questions.  
Another theme that emerged, which contributes to the overarching research 
question, is gaining the ability to pose questions as part of the process of reflection. As 
mentioned in the theme above, another skill the teacher, Elizabeth Strong, hopes students 
gain from the course is the ability to ask questions of themselves and others (E. Strong, 
personal communication, November 5, 2019). All four participants demonstrate that they 
are processing overarching topics of identity, power, and privilege related to themselves 
and their students through questions they raise in submitted coursework. Brandi poses her 
first question in her first blog in response to reading Robert Lake/Medicine Grizzlybear’s 
(1990) “An Indian Father’s Plea;” reflecting on a memory in which she was helped a 
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student learn to read, Brandi asks, “…how am I going to help ALL of my future children 
read?” (B. Smith, coursework, September 2, 2019). Brandi’s inquiry seems to 
demonstrate that she is aware all children come to school with varying levels of abilities, 
background knowledge, and skill sets; therefore, she questions her ability as a teacher to 
make sure every student is receiving the instruction they require to be successful. Sophie 
also poses a few questions after reading Lake’s (1990) “An Indian Father’s Plea.” In her 
first blog response, Sophie asks:  
How are we as educators supposed to teach a child like [Wind-Wolf] information 
when they have been taught so different growing up? For someone like Wind-
Wolf, who is required by law to attend school until a certain age, how are we 
supposed to keep someone like him motivated as a student when they are being 
forced to be there? (S. Harris, coursework, September 2, 2019) 
Like Brandi, Sophie realizes that students come to school with various levels of abilities 
and background knowledge, but seems to be asking for specific strategies and teaching 
practices related to students like Wind-Wolf, who identifies as a reservation-born Indian. 
 Next, Elizabeth and Brandi pose questions about race as a result of one required 
reading and participation in a classroom activity. In her fifth blog post regarding Peggy 
McIntosh’s (1995) “White Privilege, Unpacking the Invisible Backpack,” Elizabeth 
believes that many White people do not see themselves as being oppressive towards other 
individuals in any way and further asks, “How do we bring this up with children, though, 
and allow for them to understand that they are the same and not to oppress the other 
races?” (E. Johnson, coursework, September 30, 2019). Despite the phrasing of “same” 
and “other,” which will be explored later in the subtheme “Treating Students Equitably 
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versus Equally”, Elizabeth demonstrates her search for strategies on how to acknowledge 
and discuss systems of privilege and oppression with her future students. Brandi also 
questions skin color, but in relation to an activity completed in class which asked students 
to trace and color their handprint with a flesh-toned crayon that best matched their skin 
color; Brandi mentions, “When we did the skin color hand activity in class, I thought to 
myself multiple times why we were considered to be [W]hite? Our skin IS NOT [W]hite! 
We are literally all shades of brown” (B. Smith, coursework, September 30, 2019). While 
there was no opportunity to follow up and gain clarity on this remark, Brandi is still 
posing questions about race and reflecting on the meaning of these inquiries. 
 The week that poverty, social class, and classism in society were discussed also 
prompted questions from Sophie and Elizabeth. Sophie poses her question in reflection to 
Kemenetz’s (2016) article “‘Islands’ That Separate Education Haves From Have-Nots:” 
“Funding is super important but when you break it down, students could not have enough 
textbooks or even rooms for classes, so why should they be expected to meet the same 
expectations as other students?” (S. Harris, coursework, November 4, 2019). Sophie 
notes that she realizes all schools are not funded the same nor do they provide the same 
resources for students; therefore, she questions why all students are continued to be held 
to the same expectations of success. In relation to a video of Paul Gorski (Beard, 2015) 
explaining his own biases towards poverty while his family identified as low 
socioeconomic status, Elizabeth contemplates biases in relation to herself: “…can you 
hold biases towards yourself? What kinds of self-serving biases may you hold against 
yourself and how could these affect your teaching or your classroom?” (E. Johnson, 
coursework, November 4, 2019). When asked to further clarify this question in an 
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interview, Elizabeth explains that she questions that since she identifies as White, if she 
will hold biases towards her students that also identify as White (E. Johnson, personal 
communication, November 18, 2019). Elizabeth’s clarification demonstrates that she is 
questioning her identity in relation to her power as a teacher in the classroom, by 
wondering what effects could result by her subconsciously holding biases towards 
students who hold similar identities. 
 Last, Libby and Elizabeth pose questions related to language in their week eleven 
blog entries. After reading Victoria Purcell-Gates’s (2008) “‘…As Soon as She Opened 
Her Mouth!’: Issues of Language, Literacy, and Power,” Libby thinks about future 
students in her classroom who may speak languages other than English and questions, 
“does early introduction of literacy have to be in the language that is later taught in the 
classroom?” (L. Turner, coursework, November 11, 2019). Elizabeth also reflects on 
language use after reading Linda Christenson’s (1990) “Teaching Standard English: 
Whose Standard?” and ponders “Could there be a way for [teachers] to implement the use 
of other languages more in our schools throughout their educational process so that even 
students that may not speak other languages would get to learn as well?” (E. Johnson, 
coursework, November 11, 2019). Both Libby and Elizabeth seem to recognize that 
students may arrive in their classrooms speaking more than one language or zero/limited 
English. However, their questioning of language stems from both of them wanting to 
utilize every skill their students come to school with in order to help them succeed. It 
seems as if Elizabeth wants the students in her class who may only speak English to also 
benefit from other languages spoken in the classroom. 
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 In sum, all four participants contributed to an understanding of this study’s 
overarching research question by expressing their ability to pose questions while 
processing broad information on identity, power, and privilege. However, the data 
discussed from all four participants in this theme also blends into this study’s two 
subquestions; Elizabeth and Brandi contributed information that answers research 
subquestions A and B by questioning aspects of their identity both in relation to 
themselves (race) and their students (race and language), while Libby and Sophie added 
to subquestion B via posed questions solely towards strategies and expectations for 
teaching students (funding, language, and background knowledge).   
Declared Process of Identity Development 
Another theme that emerged, which contributes to this study’s overarching 
researching question, is the participants’ understanding that identity is always developing 
overtime. Elizabeth and Libby both acknowledge that their understandings of identity, 
power, and privilege have evolved due to enrollment in this fourteen-week undergraduate 
elementary education diversity course. Understandings that identity development occurs 
over time first emerged in Elizabeth’s second interview held on October 28, 2019. When 
asked if she had a solid understanding of her own identity, Elizabeth responded, “…I’d 
say no, because I think…I’m still growing as a person. And now that I’m in college, it’s 
an experience where we’re learning every day about different privileges that we didn’t 
know existed or different things we didn’t know we held towards ourselves” (E. Johnson, 
personal communication, October 28, 2019). However, in her final exam paper, Elizabeth 
notes her full transformation of her identity from week one of the course until the last 
meeting: 
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Throughout this semester, this diversity course has been able to help me develop 
my understanding of my own identities and how these have provided me with 
many privileges in addition to a few oppressions…Upon entering this course, I 
believed I had an understanding of my identities…While my ideologies regarding 
those identities held true, I also discovered there were more identities that are just 
a part of who I am and I had not previously realized held privileges or 
oppression[s] to me. (E. Johnson, coursework, December 11, 2019) 
In her final exam paper, Elizabeth realizes she always knew she identified as a White, 
able-bodied and minded, heterosexual, cisgender female, but acknowledges that this 
course further extended her understanding of her own identity to include privileges 
through her Catholic, English speaking, and middle socioeconomic class identities. It is 
noticeable that even in the relatively short span of a fourteen week semester, 
understandings of identity have the ability to change and further develop. 
 Libby acknowledges her developing identity through her final exam paper, too. 
She first notes in her third interview that one personal identity marker has always 
triggered her: “I’ve always been really upset about my socioeconomic status. But until 
this class, until we really thought about [it], I was like, ‘this is actually just who I am’” 
(L. Turner, personal communication, November 14, 2019). However, by the end of the 
course, Libby seems aware of how her identity has developed through enrollment in the 
course: “…The September version of myself was a lot more ignorant tha[n] I expected 
her to be… December [Libby] has a lot more work to do, but I am aware of that work” 
(L. Turner, coursework, December 11, 2019). Libby notes that after each class period, 
she would take time to reflect on: 
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How my implicit bias exists, even when I swore they did not. How my words 
impacted others, because they were microaggressions and not just words…I am 
more conscious when I am out in public and I see someone that is different than 
me[.] I am less likely to judge. (L. Turner, coursework, December 11, 2019) 
Unlike Elizabeth, Libby hints at further development of her own identity, a sign that there 
could be a never-ending process of growth and understanding into who an individual is 
and gradually becomes. 
Complex negotiation/questioning of identity. In regard to subquestion A 
regarding understandings of their own identities, Brandi, Libby, and Elizabeth all show 
instances of self-negotiation and/or questioning in relation to two of the identity markers 
explored in class—religion and socioeconomic status. Brandi identifies as a Christian, but 
states she has always questioned whether or not to allow this identity marker to be visible 
or invisible. In a reflective blog post due the week religion was covered as a topic, Brandi 
stated: 
I know from my personal experience, there would be times in school where I 
wanted to be open with being a Christian and share my thoughts but I would feel 
that since not everyone was that or agreed, I felt I could not voice who I was and I 
would sometimes question my own religion. (B. Smith, coursework, November 
18, 2019) 
Brandi then reiterates her uncertainty about her religion in her final exam paper. Brandi 
mentions that “I have gone back and forth about standing firm in my religion as I would 
hear different perspectives, most negative, which led me to question my beliefs” 
(coursework, December 11, 2019). This back-and-forth questioning of religion portrays 
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that Brandi could still be in the process of developing certain identity markers that she 
deems important. Brandi’s example also demonstrates that she might care about what 
other people think or believe of her, which leads to her call into question how she truly 
identifies. 
 Libby also questions how she identifies in terms of religion, but states her age and 
involvement in other activities as the reasons behind this uncertainty. In her third 
interview, Libby states:  
Growing up, I went to church and I went to all the Christian holidays with my 
family. My mom is very heavily religious…And then as I started to get into the 
youth group and starting to ask questions, no one really had an answer for me, so I 
found myself kind of just straying away as I gradually got older. And now that 
I’m in college, I don’t actively participate in any sort of given religion. (L. Turner, 
personal communication, November 14, 2019) 
Libby finishes the processing of her religious identity by reiterating, “With religion, I 
guess I really haven’t been in touch with that for a long time. So I don’t really know” (L. 
Turner, personal communication, November 14, 2019). Although she faults her age, lack 
of answers, and attending college for the reasons behind not strongly identifying with her 
childhood religion, her uncertainty through her “I guess” and “I don’t really know” 
demonstrates her uncertainty within this identity marker and could possibly foreshadow 
that she may be open to developing this identity in the future.  
 Elizabeth negotiates her religious identity, too. In her third interview, Elizabeth 
states that she identifies as Catholic but does not agree with everything Catholicism 
embodies: 
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That’s something that I feel strongly about. But even within that, I don’t always 
agree with a lot of the ideologies of Catholicism and how they represent certain 
philosophies and how they treat certain people and I don’t know. I don’t agree 
with everything within Catholicism, but I still am Catholic. It’s just I don’t like…I 
don’t agree with everything in it so I don’t know. (E. Johnson, personal 
communication, November 18, 2019) 
Like Brandi and Libby, Elizabeth is questioning her religious identity. However, 
Elizabeth’s questioning is due to her faith’s strongly held beliefs. Although she never 
notes specific ideologies that she does not agree with, Elizabeth portrays that even though 
she strongly identifies with being Catholic, she is coming to terms with exactly how to 
distinguish herself in this identity marker. 
 Elizabeth also questions her identity within her socioeconomic status numerous 
times. In her first interview, Elizabeth states “I don’t see myself as wealthy,” but due to 
the geographic region her family lives in, she feels “like a lot of people associate that 
with being wealthy” (personal communication, September 23, 2019). Like Brandi and her 
battle with her religion, Elizabeth mentions other people’s views of herself during her 
negotiation for her identity within socioeconomic status. Elizabeth later states in another 
interview that: 
I had a very up and down socioeconomic status so we seemed like upper middle 
[class], but in reality I don’t think we were. I don’t feel like we were actually of 
that status. I feel like that’s just what I perceived us as like growing up. (E. 
Johnson, personal communication, November 18, 2019) 
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This third interview demonstrates Elizabeth’s question of age in relation to her 
socioeconomic status. Elizabeth holds memories of her mother supporting a family of 
four on her teaching salary when her father lost his jobs, yet remembers when her parents 
continued to pay for dance classes and track supplies (personal communication, 
November 18, 2019) and Friday night pizza and ice cream dinners (coursework, 
November 4, 2019) so that she and her sister would not question their financial well-
being. Like Libby and her reflections on religious identity, Elizabeth seems to feel as if 
she strongly identified with a certain economic class earlier in her childhood than she 
currently does now.  
 Elizabeth concludes her thoughts about her socioeconomic identity in a reflection 
on her final exam paper: 
For me, the socioeconomic identity is a tricky identity to understand of whether it 
is a privilege or not, as it fluctuated. While my family was not constantly in 
poverty, there were times in my life where I experienced the oppression of a 
lower socioeconomic status…There were countless times where my parents were 
behind on bills. I can vividly remember a time where our water was shut off 
because my dad had fallen behind on the bill, a time where we had a possible 
eviction notice in the mailbox, and a time where the sheriff came to our front door 
to make sure my dad made sure to pay the mortgage. I know I had so called 
“privileges” in this socioeconomic status but for me I felt as though I had more 
oppressions in this as well as it is hard for me to even see this as a privilege at all 
anymore. (E. Johnson, coursework, December 11, 2019) 
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It is evident that Elizabeth completes this course still strongly questioning her 
socioeconomic status. She holds many memories as a child with her self-perceived 
financial identity, but now questions exactly what her family’s socioeconomic status was 
before she enrolled in college. Elizabeth demonstrates that she might now be beginning to 
conduct a deeper analysis of this identity through individual privileges and oppressions 
experienced throughout her lifetime. 
Identification of intersections within own identity. Data collected and analyzed 
from this course has also contributed to participant understandings of intersectionality 
within their own identity markers, which answers a combination of both the overarching 
research question as well as subquestion A which asks for application of course 
information relation to the self. When asked about how she believes identity plays a role 
in teaching, the Elizabeth Strong, the teacher educator of the course, states, 
“Identity…whether you have the disposition to understand and see how people 
experience the world differently based on their identities and intersectionality: how do 
they see their identities working together? What walls does it put up?” (E. Strong, 
personal communication, November 5, 2019). The call to recognize intersectionality of 
identities and the experiences they provide or deny was first introduced by Elizabeth 
Strong on August 26, 2019, the first day of class. She then mentions intersectionality 
again three more times during class across the semester (September 2, September 23, and 
September 30, 2019) in relation to seeing students for all that they are, in reference to the 
cultural iceberg, and how race and socioeconomic status oftentimes pair together to 
provide life experiences. When asked “what identities does one relate to explored thus far 
in class” in the first interview, it became evident to me that unless I provided reminders 
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of what identities were instructed on in class, each participant would not be able to speak 
on the identity markers explored this semester. Therefore, eight index cards with different 
identity markers (race, gender, religion, sexual orientation, socioeconomic status, ability, 
citizenship, and language) were placed in front of each participant for interviews two and 
three. These index cards used in the last two interviews may have further contributed to 
participant responses of intersectionality. All four participants at various points across the 
semester were able to note intersections of two or more identity markers in relation to 
themselves. 
Sophie was the first participant to mention her own intersecting identities this 
semester. In week four, Sophie wrote in a blog response: “I had a very normal privileged 
education. I was born into a [W]hite middle-class family and attended popular public 
schools throughout my life” (S. Harris, coursework, September 16, 2019). Sophie’s 
acknowledgement of the intersections between her racial and socioeconomic status 
identities was in relation to having a different schooling experience than her friend who 
was black. Sophie grasps that because she was given these identities through birth, they 
worked together to provide her a privileged education. In her final exam, Sophie, again, 
credits her birth for identifying as “a [W]hite, heterosexual, cisgender female” 
(coursework, December 11, 2019). Although she acknowledges the intersections of her 
race, sexual orientation, and gender in the last week of the course, she does not continue 
to explain privileges, powers, or oppressions these intersecting identities could hold 
altogether. Instead, Sophie compartmentalizes them by explaining the privileges each 
identity holds for her in separate paragraphs with sentence starters such as, “Because I am 
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[W]hite…,” “Because I was born a woman…,” and “Sexual orientation is a privilege that 
I have…” (S. Harris, coursework, December 11, 2019).  
Elizabeth also mentions intersections of her identity in her week four blog 
response. Elizabeth writes: “I am a [W]hite woman, who would have had a very different 
experience to a minority male child” (coursework, September 16, 2019). In this blog 
response, Elizabeth acknowledges her racial and gender identities and further explains 
that she recognizes that she cannot treat all students the same in her classroom if they 
hold different identities in race. Elizabeth acknowledges her White privilege through 
intersections of her identity, too. In her first interview, she states:  
White privilege, in a way, is something that’s really stuck out to me. Especially 
coming from [my hometown] and a very wealthy area…Just being able to have 
those benefits and because of my skin color in a way, people hold you to a 
different standard because of that. (E. Johnson, personal communication, 
September 23, 2019) 
While she seems to be confronting the privilege that she holds due to her race, Elizabeth 
is also coming to terms with her White privilege in relation to the geographic region she 
lives in. Her hometown is known to have a higher income as compared to other areas of 
the state others reside in, therefore Elizabeth recognizes that she has been given benefits 
due to this geographic location and her race. 
Brandi is the last participant to note intersections of identity in her coursework. 
After  a required reading of Peggy McIntosh’s (1995) “White Privilege: Unpacking the 
Invisible Backpack,” Brandi references the intersections between gender and religion: 
“As identifying with the Christian religion, it also says the man should be in charge of the 
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house. So all of my life, I have been accustomed to that ‘standard’” (B. Smith, 
coursework, September 23, 2019). Brandi notes that her religion states that males should 
have power over females; therefore, these intersecting identities contribute to a lack of 
power within her female identity. In her final exam, Brandi also references an 
intersection of identities with religion, but this time with sexual orientation: “I identify 
with being heterosexual, meaning I am attracted to the opposite sex. As previously 
mentioned for identifying as a Christian, this privilege intertwines, as my religion 
believes in identifying as ‘straight’” (B. Smith, coursework, December 11, 2019). Brandi 
acknowledges that her religion plays a role in how she identifies within her sexual 
orientation. 
Libby makes three references to intersections within her identity in two 
interviews, each building off the base of her experiences as a White female. First, Libby 
reflects on her experiences in diverse classrooms: “I think back to when I was in 
elementary and middle school and like as a White female, I was the minority or, like, the 
lesser of, so I feel like I have some experience” (personal communication, September 26, 
2019). Libby mentions that her elementary and middle school populations were relatively 
diverse, in which she states the intersections of her race and gender provided her with a 
minority experience in her educational experiences. However, in interview two, Libby 
adds additional intersections to her race and gender identities. She first states: “I really 
don’t think I’ve ever been questioned or I questioned myself on being a White female 
who speaks English,” later followed by “I think just being the White, female, straight, 
able bodied woman, I probably will not have an issue getting a job or I’ve never really 
felt unconfident” (L. Turner, personal communication, October 24, 2019). One month 
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after Libby reflects on her experiences in the minority in grade school, it is apparent that 
she alters her view of her identities in race and gender when language and ability are 
added to acknowledge the privileges these intersections provide for her. The statements 
“I’ve never been questioned” and “I probably will not have an issue getting a job” 
portrays the privileges she perceives she has in relation to identifying in the majority 
race, language, and ability her society upholds. 
 In sum, the theme of a declared process of identity development demonstrates a 
direct response to the main research question by contributing information to how this one 
undergraduate diversity course assisted four White cisgender female pre-service 
elementary teacher participants in an overall understanding of what identity is. Over the 
course of the semester, blog responses, final exam papers, and individual interviews 
assisted these participants in reflecting on their own identity, research subquestion A, 
through negotiating and questioning how they perceive themselves to identify both as a 
child and as an adult. Coursework, required readings, and personal interviews also 
contributed to an understanding of research subquestion A, in which participants note the 
abilities to locate themselves at the intersections of some of these identity markers. 
Rejecting a Single Story of Identity 
A fourth overarching theme that answers this study’s overarching research 
question on participant application of information from this course is the rejection of a 
single story of any individual’s identity markers. First prompted in week one with a 
required viewing of Chimamanda Adichie’s (2009) “Danger of a Single Story” TedTalk, 
Libby notes in her blog response that Adichie’s quote, “Power is the ability not just to tell 
the story of another person, but to make it the definitive story of that person,” resonates 
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with her because “As teachers[,] we hold that power of every single student that enters 
our classroom…we must ignore what is seen on the media and dig deeper into lives and 
stories of our students and their families to reject the single story” (L. Turner, 
coursework, September 2, 2019). Further, in her week six blog response regarding race 
and White privilege, Libby states that “Being in this class has allowed me to explore 
opportunities on how not to discount those of another race. [It’s] crucial that I recognize 
my students as individuals of color and that their experience through life is much 
different than mine” (L. Turner, coursework, September 30, 2019). These two quotes 
demonstrate Libby’s understanding of the power she could hold over students in her 
classroom in relation to how they each may identify. However, Libby seems to note that 
she must reject what other people and what her own beliefs tell her about her students and 
instead recognize each of their identities that contribute to their own life experiences. 
 Like Libby, Brandi also points out that her biggest takeaway from Adichie’s 
(2009) TedTalk was “realizing that we should not limit our mind to one story of a culture 
or person” because “every child is different, regardless of race, gender, culture, etc.” 
(coursework, September 2, 2019). Brandi reiterates this awareness in her second 
interview by stating she knows she is going to have students of different races, abilities, 
and overall identities in her classroom (personal communication, October 24, 2019). 
Three weeks later, Brandi concludes her reflections on the danger of a single story by 
stating: 
With schools becoming more diverse, it is important to recognize the different 
cultures within the classroom and make sure they are appreciated…the best 
method for this is to help the people who may not be familiar with your culture 
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get to know your culture and then be open with learning about theirs. Spread 
positivity and help each other out. (B. Smith, coursework, November 11, 2019) 
Brandi comes to an understanding over the semester that limiting her view of a student’s 
identity and culture is dangerous. She concludes that she hopes to help students learn 
about each other’s cultures and identities so that every aspect of every student feels 
welcome in her classroom.  
 Unlike Libby and Brandi, Elizabeth notes in her first blog response that all of her 
students will identify differently and relates it to how they learn: “Every student learns 
differently and has a different intellect. Just because they are of a certain race or culture, 
does not mean that they are brighter than any other student” (E. Johnson, coursework, 
September 2, 2019). Elizabeth knows she cannot credit nor discredit a student’s ability to 
learn based on the biases she holds towards the colors of their skin.  In week five, 
Elizabeth further states that an educator “needs to recognize the ethnic identity of the 
child…Each child should be seen as unique” (coursework, September 23, 2019). By 
disrupting her previously held biases and those single stories of a student, Elizabeth 
believes she can then see each child individually for all of their identities in her 
classroom. 
Finally, Sophie also demonstrates the dangers of holding onto a single story as an 
educator. In her first blog response, Sophie states:  
No matter where life takes you, there is never a single story about a certain place 
or a certain person. As an educator, it should be a priority to honor this statement 
and do whatever we can to avoid telling a single story to our students about 
anything. (S. Harris, coursework, September 2, 2019) 
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While she is reflecting on the danger of a single story as an educator, she is referring to 
this hazard in relation to her instruction on other people’s identities and cultures rather 
than the dangers of viewing her own students through one lens. However, by week five, 
Sophie eventually discusses the danger of a single story in relation to her future students: 
“It is our job as educators to fully understand our students and where they come from. 
Everyone has their own story and we need to acknowledge that and do our best to inform 
the rest of our classroom” (S. Harris, coursework, September 30, 2019). At this point in 
the semester, Sophie demonstrates that it is her role as an educator to dismiss the dangers 
of a student’s single story and instruct the rest of the classroom to acknowledge each 
individual’s differences.  
Sophie ends her reflection on the rejection of single stories in weeks ten and 
eleven by noting that the teacher’s role is to help students acknowledge each other’s 
identities and life experiences by helping them share these stories with the classroom. In 
week ten, Sophie mentions that “By sharing these stories and backgrounds, students can 
feel comfortable and accepted among their peers. By telling and sharing these stories, 
teachers can also help students embrace diversity and cultural differences between 
classmates” (S. Harris, coursework, November 4, 2019). Sophie originally wanted to help 
each of her students feel comfortable in the classroom by helping them share their 
identities and experiences with the class in order to foster acceptance. However, in week 
eleven, Sophie writes that “Each student has their own story and it is their right to be able 
to hold on to this story and use it in the classroom” (coursework, November 11, 2019).  
Sophie seems to come to the realization that every student’s experiences belong to them 
and that it is their decision when they choose to share it in the classroom. 
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Stereotypes within the intersections. In relation to the dangers of a single story 
and biases held by others, this diversity course also assisted one participant, Elizabeth, in 
recognizing how harmful stereotypes can be in relation to the intersections of her own 
identity, an additional answer to this study’s second research question. In two interviews, 
Elizabeth reflects back on an activity she completed in class that asked her to identify the 
stereotypes she holds in relation to various identity markers (i.e., Black man, White man, 
gay female, etc.). She remembers listing out her stereotypes for each identity, then 
reading some of the ones that other classmates wrote. When she read the stereotypes 
surrounding religion, Elizabeth recalls being surprised by others’ remarks: 
I was like, wow. I didn’t realize those are things people would think about you. 
Like, I’m in Catholic campus ministry, and there’s ones about homophobe stuff. 
And I am not at all, like, any way a part of that. But to have people be like that, I 
wonder if that’s how people perceive me then. I don’t want people [to] really 
think that about me. (E. Johnson, personal communication, September 23, 2019) 
Elizabeth contemplates how single stories can lead to the stereotyping of identities and 
how those stereotypes can negatively impact an individual. Although she does not 
identify with one of the identity markers questioned in this exercise, Elizabeth seems to 
recognize that other people could be perceiving additional intersections of her identity 
through stereotypes just because of her religion.  
Reflecting on the same activity, Elizabeth also notes how intersectional 
stereotypes exist just because of her race. In her second interview, Elizabeth believes 
people see the color of her skin and immediately believe “‘oh, you’re White. You’re 
going to have more money’” (E. Johnson, personal communication, October 28, 2019). 
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As noted in a previous theme, Elizabeth does not view herself as wealthy; she wishes not 
to be stereotyped into a high socioeconomic status solely because of her race. Elizabeth’s 
two reflections on viewing herself through others’ stereotypes validates how harmful it is 
to anyone’s identities and their possible intersections through single stories. 
Intersectionality provides different life experiences. Recognizing that every 
individual is not represented by a single story, a response to this study’s overarching 
research question, is also exemplified in Elizabeth, Brandi, and Sophie’s ability to 
observe that intersectionality of identities can provide individuals with very different life 
experiences. Elizabeth is the first participant to recognize that the intersections of race 
and socioeconomic status can hold different life experiences for individuals. In her first 
blog response, Elizabeth writes, “…no matter the racial background of someone, anyone 
can fall below the poverty line” (coursework, September 2, 2019). Prompted by 
Adichie’s (2009) “Danger of a Single Story” and perhaps reflections of her own 
socioeconomic status, Elizabeth tries to erase the bias surrounding people of color and 
finances by declaring that any individual, regardless of race, can fall into poverty.  
In her second interview, Elizabeth also contemplates power due to ties between 
race and gender. When asked if she perceived any of her identities to hold power, 
Elizabeth states: 
If I were to go as a White female…to a[n] area that’s predominantly like African 
American…I wouldn’t feel as though I held any power. I think anytime that you 
have a group of people of a predominantly certain race, and you enter that group, 
it’s a situation in which you no longer hold the power because people will group 
together…But I think if I, personally, were to go to an area that’s predominantly a 
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race that’s not White or predominantly not female, I feel like I would not hold 
power in that situation. But I think that’s just what I’ve been taught to believe. (E. 
Johnson, personal communication, October 28, 2019) 
Not only is Elizabeth contemplating power at the intersections of her race and gender in 
this discussion, but she is also considering what weight these identities hold in relation to 
location either by community or region. Elizabeth seems to understand that her identities 
as both White and female hold power for her, but questions whether it is her own 
understanding or what other people have taught her to believe. Elizabeth seems to 
recognize that the power she may hold through her identities can drastically change given 
an added geographic location intersection, too. Through Elizabeth’s reflection, it seems 
as if power can shift not only due to intersections of a person’s identity markers, but due 
to external influences like location as well. 
 Brandi also contemplates different life experiences through intersectional 
identities, but in the form of a question. In her fifth blog entry, Brandi ponders, “A 
question that comes to mind while reading this is if women are considered disadvantaged 
for having the same standards as men, does this mean all women…or women of different 
color other than [W]hite?” (coursework, September 30, 2019). She further reiterates her 
question in the same blog response by stating, “I know for [W]hite people, there is the 
[W]hite privilege, but having both traits makes me wonder if that changes the dynamic” 
(B. Smith, coursework, September 30, 2019). Brandi seems to recognize that her White 
racial identity holds privilege, but questions what this means in terms of her female 
gender identity. Although she never comes to a conclusion in this blog response and there 
was no opportunity to follow up due to lack of discussion in class and to topic changes 
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each week, it is clear that Brandi is contemplating how intersections of race and gender 
can provide individuals with different privileges and life experiences. 
Although Sophie never mentions different life experiences through intersections 
of identity in her coursework, she does recognize these connections in her last two 
interviews. Unlike Elizabeth and Brandi, Sophie comes to conclusions about intersecting 
identities and experiences by discussing an imaginary person rather than applying 
intersections to her own identities. When asked if she could identify any intersections 
with identities in terms of power noted on the index cards in front of her, Sophie answers: 
Yes…I think like a rich, White girl is going to have more power than a poor 
man…so it all depends. I think someone who is black, but is a male who’s fully 
abled, who’s heterosexual, [and] who speaks English is going to be more 
advanced than a black man who’s gay, who is fully abled…it all depends, and 
they all add up. (S. Harris, personal communication, October 21, 2019) 
Sophie confesses that she realizes that two people who identify the same in all but one 
identity marker (such as sexual orientation) can have vastly different life experiences 
from each other. She also hints at her understanding that socioeconomic status is a 
powerful identity marker through her example of the intersections of identifying as a high 
socioeconomic status-holding White female versus a low socioeconomic status-holding 
[unidentified race] male.  
 Sophie reiterates this understanding when asked the same question again in 
interview three. Sophie mentions: 
If I’m a White male who’s straight, fully abled, speaks English, Christian, citizen, 
and rich, I’m going to be able to go anywhere, no matter what. And that’s 
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powerful. That’s going to get you places in life, that your opportunities are 
endless versus someone who is in every single same category, but is gay. That 
affects how society views you, how your religion views you…how your 
socioeconomic status could change. (S. Harris, personal communication, 
November 18, 2019) 
Because each of these identity markers were, again, on display for Sophie via index 
cards, she could explicitly identify how power could be given or withheld due to various 
intersections of identity working together. Like her example in her second interview, 
Sophie is able to recognize how identity markers work together to provide different 
powers and life experiences, but in this interview she is able to further explain how an 
identity in sexual orientation could affect how one’s religion views them or how one’s 
socioeconomic status could be altered. 
 To conclude, it is evident that the course’s required viewing of Adichie’s (2009) 
“Danger of a Single Story” TedTalk and two out-of-class interviews contributed to all 
four participants’ understandings that every individual holds different life experiences 
based on their identity markers, a theme that addresses this study’s overarching research 
question. Brandi, Sophie, and Elizabeth all recognize that single stories of other people 
and their students can lead to biases and stereotypes. Each of these three participants 
further explore this understanding of identity, power, and privilege through different 
possible intersections various identity markers may provide, which provides responses to 
a combination of both the overarching research question and subquestion A that considers 
how course knowledge is understood in terms of the self. 
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The Role History Plays in Identity, Power, and Privilege 
A fifth theme that emerged, which also adds support to understanding this study’s 
overarching research question, is the participants’ reflection on how history influences 
one’s identity, powers, and privileges. When speaking with Elizabeth Strong, the teacher 
educator, about how she perceives her course to teach pre-service elementary teachers 
about privileges, non-privileges, and oppressions, she states, “I hope it helps them see 
that things don’t just appear, that there’s historical and structural things that have 
happened. Whether it’s redlining…or Indian boarding schools, or voting…that comes 
from someplace. There’s a historical context” (E. Strong, personal communication, 
November 5). Brandi first demonstrates knowledge on the role of history in her initial 
blog response discussing Benji Chang and Wayne Au’s (2007/2008) article “You’re 
Asian, How Could you Fail Math?” Brandi states, “I really want to incorporate some 
things from the article into my classroom like ‘weave the historical struggles, culture and 
art of Asian-American communities’” (coursework, September 2, 2019); this reflection 
portrays that this reading may have helped Brandi acknowledge that a student could enter 
her classroom with identities, privileges, and/or oppressions influenced by events in U.S. 
or world history. By acknowledging the historical contexts of students’ identities, Brandi 
hopes to create a safe space to recognize and communicate “their culture to other 
classmates who have no idea” (coursework, September 2, 2019).  
Similar to Brandi, Libby also mentions her desire to learn and incorporate 
students’ histories into her classroom. After reading a chapter of the course’s required 
textbook, Mary Cowhey’s (2006) Black Ants and Buddhists: Thinking Critically and 
Teaching Differently in the Primary Grades, Libby discusses that “Learning the student’s 
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traditions and ancestor’s history can allow me as a teacher to celebrate their culture 
within the classroom. This can also give me perspective on how they view me as a 
teacher and my cultural habits as well” (L. Turner, coursework, November 4, 2019). 
Acknowledging and incorporating every student’s identity, history, and culture is very 
important to Libby for her future classroom, but she realizes that because of these 
elements, her students will be examining her identity and culture, too. While there is no 
further indication throughout the semester of how she plans to learn about student 
identity, history, and culture, this reflection demonstrates that Libby is, at the very least, 
aware of how history can influence a student’s learning as well as her own instruction. 
Brandi also reflects on how history plays a role in identity and privilege in 
response to reading Francis E. Kendall’s (2002) “Understanding White Privilege.” In 
continuation of her previous reflection, Brandi believes: 
I understand our history and what has happened in the past life has caused all of 
these problems but we are living in a completely different world now with 
different terms, and racism should NOT be a thing. White people for sure need to 
[be] educated on these topics and look deeply into how it may impact people of 
color as…it tremendously [a]ffects their education. (B. Smith, coursework, 
September 30, 2019)  
Although she, in identifying as a White female, never mentions how she could educate 
herself more on the various historical impacts of racism on people of color, it is evident 
that Brandi is aware the history of a person’s race and/or ethnicity can influence one’s 
education and the privileges they may or may not receive both in and out of the 
classroom.  
   
 
78 
Like Brandi, Sophie discusses her awareness of historical impact on identity and 
education in week six, too. However, Sophie seems to include herself in her 
understanding of how history has provided privileges to certain identities: 
…privilege has been constructed through centuries from our poor historical 
choices. It is sad that choices made hundreds of years ago still affect individual 
privileges today…I think this is something that all future and current educators 
need to be taught about because it affects our students and how/what we teach 
them. (S. Harris, coursework, September 30, 2019).  
Although it is not clear if Sophie includes herself (i.e., “our”) by identifying as a US 
citizen, as White, or both, it is suggested that this course has allowed her to think more 
critically about the history attached to certain identity markers and how that history 
contributes to instruction and learning in the classroom. 
 Elizabeth also reflects on the role history plays, but she discusses it in terms of 
power. In week six, Elizabeth notes that Kendall’s (2002) “Understanding White 
Privilege” article allowed her to think critically about who is influencing history by 
pondering, “I think if someone of authority tries to sway a mass amount of people to 
think a certain way about people, it will be bound to convince a certain number of 
people” (coursework, September 30, 2019). She credits this article for helping her realize 
that media, as well as the US government, has the power and authority to influence large 
populations of people. Elizabeth concludes her thoughts on the role of history and power 
in relation to a privilege noted in McIntosh’s (1995) “White Privilege, Unpacking the 
Invisible Backpack.” McIntosh’s (1995) statement reads, “When I am told about our 
national heritage or about ‘civilization,’ I am shown that people of my color made it what 
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it is” (McIntosh, 1995, p. 2), which causes Elizabeth to reflect, “I think some schools, 
depending on areas of the United States, they try to make other races significantly better 
than other races” (personal communication, October 28, 2019). While she never discusses 
examples of how schools portray this perceived hierarchy of races, Elizabeth is at least 
aware that schools hold power in how they implicitly and explicitly teach history. 
 In sum, this course, in its entirety, has influenced all four participants in being 
able to understand various ways that history plays a role in identity, power, and 
privilege—a response that answers this study’s main research question. Brandi and Libby 
discuss their wishes to learn about individual students’ identities through their personal 
histories in order to incorporate them into their classrooms, Brandi and Sophie reflect on 
how the history of a student’s identity markers contribute to the privileges they receive 
both in and out of the classroom, and Elizabeth recognizes the power that schools, social 
media, and the government have on creating, influencing, teaching, and learning about 
racial history. 
The Emergence of Acknowledging Privilege and Power 
A sixth overarching theme that contributes to this study’s three research questions 
is the emergence of acknowledging and discussing privilege and power in terms of self 
and others. In an interview with Elizabeth Strong about her course, she mentions that she 
hopes her students “can start to see how power and privilege and identity operate 
systemically and structurally in society, both in the past and also in daily life” (E. Strong, 
personal communication, November 5, 2019).  As outlined below through subthemes, all 
four participants reflect on holding power and privilege in many ways. Because this class 
may have been the first opportunity for these participants to discover what holding 
   
 
80 
privilege and power means to them and their future students, there is a continuous 
navigation of what advantages each identity marker holds throughout the course of the 
semester. In week six, Sophie mentions that she believes: 
The most interesting thing about privilege is that people choose to ignore it in 
their lives. Privilege is seen as this nasty thing that people have but it’s not about 
not having privilege, it’s about recognizing that you have it and using it for the 
best. I think that if more people recognized the privilege that they have in their 
life, they can use their advantages to help others around them. (S. Harris, 
coursework, September 30, 2019) 
This preliminary discussion best outlines each participant’s preconceived notions of 
privilege and signals the emergence and willingness to acknowledge and examine their 
advantages both in and out of the classroom.  
 Contemplating self-privilege. One subtheme explored that relates to research 
subquestion A regarding applying information in terms of the self is the contemplation of 
self-held privilege. As reflected in Sophie’s previous quote, individuals’ first analysis of 
the privileges they hold can sometimes be uncomfortable, full of mistakes or 
wrongdoings, and perhaps even guilt-ridden. In relation to her race, Libby mentions “I 
am working on balancing my [W]hite privilege with my consciousness and listening for 
others that use their privilege for evil…and it’s getting easier, but it is still a challenge” 
(coursework, September 30, 2019), a sign that the process of navigating her own 
privilege within identity markers for the first time can be tough. Brandi demonstrates that 
perhaps she is not fully confident in acknowledging all of her privileges by stating, “[the 
class] has definitely made me think about [privilege]. I try to not view myself as 
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privileged, even though I know I am” (B. Smith, personal communication, November 21, 
2019). As for Elizabeth, she reflects on her past mistakes to correct her wrongdoings with 
privilege; in her final exam paper, she states, “Throughout my life, I had tried to be blind 
to the idea that I was any different than my peers, whether they were [W]hite as well or 
they were of a different ethnicity…I was not being color conscious” (E. Johnson, 
coursework, December 11, 2019). Elizabeth’s reflection on her past mistake with race 
portrays that the course’s discussion on color blind versus color consciousness resonated 
with her and her assessment of self-privilege. 
 The sub-sections that follow further analyze the contemplation of self-privilege 
through specific phrases or themes that were spoken on or written about numerous times 
by participants. Table 3 references these phrases in relation to which participants 
contributed to them for reader convenience: 
Table 3  
Subthemes of navigating self-privilege 
Contemplating Self-Privilege 
Theme/Phrase Elizabeth Brandi Libby Sophie 
“It’s not a purpose thing…”/ “I can’t help…”  X  X 
“I have never had to/do not think about…” X X X  
“No one questions…”  X X X 
Lack of privilege held in female identity X X  X 
Getting to choose how to benefit from identity 
markers 
X  X X 
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 “It’s not a purpose thing…”/ “I can’t help…” Brandi and Sophie first defend the 
privileges they hold in their race and upbringing by using the terms “It’s not a purpose 
thing” and “I can’t help…” In her first two interviews, Sophie reflects on a past class that 
made her feel guilty about her privileges by stating, “I can’t help the way I was raised or 
what resources I had growing up…I don’t want to have to feel bad for how I was raised 
because I can’t help that” (S. Harris, personal communication, September 23, 2019) 
followed by “I could not help the fact that I was born White” (S. Harris, personal 
communication, October 21, 2019). While she recognizes that her race and upbringing do 
contribute to privileges she holds, her phrasing suggests that she is perhaps somewhat 
uncomfortable and/or defensive in discussing them by solely crediting these advantages 
to birth (S. Harris, personal communication, September 23, 2019). Brandi also 
contemplates her White privilege in a similar manner. In her second interview, Brandi 
states, “I think [I hold privilege in my race], but it’s not like a purpose thing. I think it’s 
just the way history’s happened” (B. Smith, personal communication, October 24, 2019). 
Brandi blames history for giving her the privileges she benefits from, and further defends 
that she did not create these advantages for herself. 
 “I have never had to/do not think about…” Brandi, Libby, and Elizabeth all used 
variations of this phrase while processing the privileges they hold through identity 
markers explored in class. First, Brandi and Libby reflect on the privileges they hold in 
identifying as White. In relation to watching Joy DeGruy’s (2013) “A Trip to the Grocery 
Store,” Brandi states, “I have never taken the genuine time to think about [White 
privilege]” followed by “I have never personally heard of that [racial profiling in the 
grocery store] happening to anyone or have seen it but it obviously happens way more 
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than we think about and it is not okay” (B. Smith, coursework, September 30, 2019). 
Brandi admits that her racial identity provides her with the privilege of not being profiled 
in the grocery store nor witnessing this instance occurring when she shops. Even though 
it seems that Brandi recognizes that racial profiling is a harmful practice, she does not 
offer ways in which she can use her privilege to combat these incidents—an indication 
that Brandi may just be beginning to navigate her privilege in her White identity. 
 Libby also reflects on her White privilege in her week five blog response by 
reflecting on her past school experiences. After reading McIntosh’s (1995) “White 
Privilege: Unpacking the Invisible Backpack,” Libby reflects: 
As a child, I never really thought about [White privilege], because privilege 
wasn’t a topic that was discussed. When I arrived to high school, I switched from 
a diverse middle school setting to a predominantly [W]hite school, and I could see 
the privilege as if it was a physical object. I instantly saw the differences in the 
kind of furniture this school had compared to my old one, the quality of books I 
was about to check out at the library, the maintenance put into the athletic fields. I 
had never experienced such a shiny school before and I quickly became adjusted 
to the perks of this type of lifestyle.  (L. Turner, coursework, September 30, 2019) 
Libby recalls being shocked at the opportunities White privilege provides her because she 
was never taught about this advantage as a child. Libby’s past experiences of coming 
from a diverse school to a predominantly White one allowed her to witness White 
privilege in the form of tangible items (i.e., furniture, new books, athletic funding). Like 
Brandi, Libby could be processing the privileges her racial identity provides for the first 
time. Libby does not further reflect on how she might be able to use this privilege to 
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assist others who do not have the same opportunities and instead portrays that she settles 
into this privilege through her mention of “adjusting to the perks of this lifestyle.” 
 Data also suggests that the privilege of being able-bodied is something that 
Elizabeth and Libby never have to think about. Reflecting on privileges in her final exam 
paper, Elizabeth writes: 
Being able bodied and able minded, I constantly hold privileges in my life. I do 
not have to think about if a place I want to go will have access for me, or if 
anyone will treat me different. Throughout my schooling experience, I did not 
have to wonder if teachers would have books in the classroom that represented 
me. I did not have to worry if I would be able to understand the material in the 
classroom without additional assistance as we learned in class how difficult it 
might be for a student struggling with a learning exceptionality. (E. Johnson, 
coursework, December 11, 2019) 
Because Elizabeth identifies as able-bodied and able-minded, she acknowledges that she 
never has to worry about whether buildings or other people have to make 
accommodations for her. Libby reflects in the same manner, by stating in her final exam 
paper that “I never think as I enter a building, ‘How will I reach the floor in which I 
intend to go to?’” (L. Turner, coursework, December 11, 2019). Phrasings of these 
reflections suggest that both Libby and Elizabeth have never had to contemplate the 
privilege they hold in their identity of ability until this course encouraged them to. 
 One last contemplation of privilege through the phrase “I’ve never had to/do not 
think about…” occurs through discussions of U.S. citizenship. Again, Libby and 
Elizabeth reflect on the privileges that this identity hold—this time, however, in a final 
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interview. Libby begins her reflection on privilege within holding U.S. citizenship by 
stating, “I guess I don’t really think about being a citizen, because I always have been. 
And that’s like a privilege standpoint of like not even really relating of knowing how to 
relate [to those who are not citizens]” (L. Turner, personal communication, November 14, 
2019). Libby acknowledges that she was born a U.S. citizen, with all of the rights and 
privileges this identity provides; therefore, she knows she will never be able to relate to 
individuals who are in the process of seeking, applying, and testing for U.S. citizenship. 
Elizabeth also reflects further on this privilege by stating: 
I’m a US citizen. I didn’t have to work to become a US citizen, so I feel like that’s 
something that I’ve always been able to hold. I don’t really have to ever think 
about gaining citizenship. I already have the privileges of [a] passport…I don’t 
have to take the test. I never really think about it…I don’t know how it works, 
like, if you’re not a citizen of [a] country, but I know that I don’t have to [worry] 
because I am a citizen of this country. I just don’t have any understanding of a lot 
of it just because I haven’t had to. (E. Johnson, personal communication, 
November 18, 2019) 
Elizabeth’s consideration of holding US citizenship offers that she acknowledges that 
others face a difficult process of gaining US citizenship, but she knows that she holds 
privilege in never having to think about going through these steps herself due to being 
born in the United States. 
 “No one questions…” Libby, Brandi, and Sophie all contemplate the privilege 
they hold in gender identity and sexual orientation because individuals in society never 
feel the need to question their identity. In her final exam reflection, Libby notes, “I 
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consider my sexual orientation to be straight. I have always seen myself getting married 
to a man, and that was never questioned or gasped [at] by my elders” (L. Turner, 
coursework, December 11, 2019). Sophie also uses her final exam to contemplate 
privilege in her gender identity by stating, “Gender identity is something that society 
assumes based off of your looks and dress. For me, because I was born a woman and fit 
all of the ‘stereotypes’ of being a woman, no one questions my gender identity” (S. 
Harris, coursework, December 11, 2019). It is clear that both Libby and Sophie self-
identify in gender and sexual orientation as what society considers to be the “norm.” Both 
of these heterosexual females note that they do not receive questions about their identities 
from family nor strangers because they hold privilege in identifying in social majorities 
of the population.  
 As for Brandi, she takes a moment in her second interview to explain her views 
on privilege in sexual orientation: 
I grew up differently from knowing all about sexual orientation. So to see it now, 
it’s kind of shocking. It’s kind of different. But [at the] same time, I do think there 
is a little privilege being heterosexual because that’s what I identify with…No 
one’s ever asked me—I never really had [a] problem. (B. Smith, personal 
communication, October 24, 2019) 
Brandi notes that she holds privilege in never having to learn about sexual orientation due 
to identifying as heterosexual and perhaps being raised by parents who identify as the 
same. Brandi also, perhaps unknowingly, suggests her privilege and power by deeming 
other ways to sexually identify as “shocking” and “different.” She recognizes that she 
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holds privilege in identifying as heterosexual, but portrays that she is just beginning to 
unpack all the privileges that this identity holds for her. 
 Lack of privilege held in female identity. Brandi, Sophie, and Elizabeth all note 
that while they can identify privileges in identifying as female, they also confidently feel 
as if they hold a lack of privilege in this identity simultaneously. In their final exam 
papers, Brandi explicitly states, “The only oppression I would say I could relate to would 
be the fact that I am a woman and do not have the same equal opportunities as men” (B. 
Smith, coursework, December 11, 2019) while Sophie mentions “…Gender holds power 
and oppression in society…The oppression of wom[e]n is made obvious when it comes 
to holding positions of power and receiving equal pay in relation to me” (S. Harris, 
coursework, December 11, 2019). Elizabeth holds the same feeling as Brandi and Sophie, 
but further elaborates:  
I feel that with this identity, I almost have oppressions towards me regarding 
equal pay and general treatment…people believe we are constantly needing help 
and are sensitive. To me, this is an oppression because no matter how hard I try at 
something, it is next to impossible to be treated in the same light as a man. (E. 
Johnson, coursework, December 11, 2019) 
Brandi, Sophie, and Elizabeth all recognize that in relation to their male counterparts, 
they are not treated the same in employment nor in the general public. So while most 
understand that identifying as female holds a certain set of privileges (as noted above in 
the “No one questions…” sub-theme), these three participants feel as if their gender 
identity also contributes to a set of oppressions. 
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 Getting to choose how to benefit from identity markers. Similar to the complex 
negotiation and questioning of identity noted in the third theme (see “Identity 
Development as a Process” theme), Libby and Sophie portray that they seem to be able to 
choose how they wish to identify when religion is called into question. Libby notes in her 
final exam: 
…I do not identify with any religion. This is a privilege within itself. I grew up in 
a Christian based home, celebrating the Christian holidays, and praying over our 
dinner meals. As of today, I thank The Universe for giving me the tasks I must 
tackle and the greatness of my days. I feel rather lucky to be able to experience 
this exploration without having a government official coming for me. (L. Turner, 
coursework, December 11, 2019) 
Libby’s reflection on being able to celebrate Christian holidays as a nonreligious 
individual while stating that others do not have the same opportunity demonstrates a 
privilege of getting to choose how much she identifies within a religion. Sophie also 
exhibits this same privilege, by stating in an interview, “I’m not super religious. My 
parents grew up religious…but we never went to church…It’s like I celebrate Christmas, 
but it’s not something that’s like, huge, like who I am” (S. Harris, personal 
communication, November 18, 2019). Sophie recognizes that she celebrates Christian 
holidays, yet she does not go to church or strongly identify with the Christian religion. 
 Elizabeth demonstrates her privilege unknowingly in a different manner. When 
asked about her study abroad experiences in England, Elizabeth notes, “Right now, I’m 
sticking to European countries, just because I didn’t want the language barrier when I 
first went over because I’d never been overseas” (personal communication, September 
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23, 2019). Because Elizabeth does not speak languages other than English, she notes that 
she wanted to eliminate any possible language barriers by spending her first trip out of 
the United States in another English-speaking country. This data suggests that Elizabeth 
used her privilege in her language identity for comfort in traveling to another country. 
 In sum, it is evident through the subtheme and subsections of “contemplating self-
privilege” that this course has contributed to participants’ initial and further 
understanding on how they hold and benefit from privileges through various social 
markers of identity—an awareness that adds support to this study’s main research 
question as well as subquestion A which asks for an application of information to the self. 
Fully understanding privilege as it relates to an identity is a difficult task, as exhibited by 
all four participants. This subtheme ultimately explored how Brandi and Sophie reflected 
on White privilege in an uncomfortable and defensive manner; how Brandi, Libby and 
Sophie were honest in stating they never had to reflect or be questioned on their identities 
within ability, race, citizenship, gender, and sexual orientation; how everyone but Libby 
commented on their lack of privilege held in identifying as a female; and how Libby, 
Sophie, and Elizabeth demonstrated their privilege of choosing how to benefit from 
identity markers of religion and language. 
 Navigating how power is held. Another subtheme that supports this study’s 
research subquestion A on how participants apply information learned in this course to 
themselves is the navigation of how power is held. Like privilege, power is another 
concept that participants in this course begin to grapple with. Libby and Brandi both 
demonstrate aspects of holding power within and over identities of ability and language. 
   
 
90 
Perhaps without intention, Libby exerts power in an interview; when asked if she has 
experienced any oppressions through her identity markers, she responds:  
I guess the only thing that I might have like a personal oppression with is just—
and it’s not a bad, like, negative one—is people with disabilities. I don’t see them 
as lesser than, but I see them as people who need more accommodation. (L. 
Turner, personal communication, October 24, 2019)  
Instead of contemplating whether or not she has experienced any oppressions due to her 
identity markers, Libby explains how she uses her ability identity as a lens to view 
individuals with disabilities. While she notes that she does not view people with 
disabilities as lesser than, her phrasing “I don’t see/I see” suggests her own position on 
those who identify as disabled. 
 Brandi also seems to contemplate a position of power in relation to language. 
When asked if any of her identity markers hold power in her second interview, Brandi 
responds: 
I don’t think I have any power over…I mean, the only one I could maybe say 
would just be English just because it is our—it’s our language here and there’s a 
lot of people who don’t speak it. And if you don’t speak it, then you’re just kind 
of there. (B. Smith, personal communication, October 24, 2019) 
Brandi understands how powerful it is to be able to speak English in the United States, 
but seems to discredit the abilities and identities of those who may not speak English by 
labeling them as “just kind of there.” By the end of the course, Brandi revisits her view of 
power dynamics within language abilities by explaining in her final exam paper, “I view 
people who may speak Spanish the same as English. We both have our different 
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language(s) but that is when we can find common ground and try to learn some of each 
so we can communicate effectively” (B. Smith, coursework, December 11, 2019). 
Although Brandi finishes the course understanding that those who may only speak 
Spanish have the same abilities as those who speak English, she still suggests an exertion 
of power by only acknowledging speakers of Spanish rather than a variety of other 
languages and by only offering one solution for effective communication.  
 This subtheme supports this study’s first and subquestion A research questions in 
that this course has overall assisted Libby and Brandi in navigating how power can be 
held over others based on certain identity markers but also how they, themselves, are 
sometimes the ones holding that power. While both Libby and Brandi display some 
hesitation when discussing power in the beginning of the semester, it seems as if Brandi 
feels more confident in her navigation of holding power by the end of the course. This 
weariness in confidence over the course of the semester further provides the perception 
that identifying and understanding power is also a process that can be constantly re-
evaluated over time; therefore, it must be recognized that how Brandi and Libby feel 
now, in terms of power, may not be the same in the near or distant future. 
 Power within a teaching identity. Libby and Sophie also recognize that their 
identities as teachers can provide them with power over students in the classroom, an 
indication that these two participants are supporting research subquestion A by applying 
knowledge gained from this course to their own professional identities. In her week nine 
blog response reflecting on students who experience poverty, Libby notes the impact her 
actions as a teacher could have on her students by stating, “Everything that you believe 
about those in poverty impacts your students directly, whether the teacher lets her bias 
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leak into her classroom or not” (coursework, November 4, 2019). Libby demonstrates 
that she is aware that a teacher’s nonverbal thoughts regarding any identity have the 
power to impact students in the classroom. Similarly, in her week one response to Renée 
Watson’s (2014) “Black Like Me,” Sophie mentions the impact of verbal responses. She 
reflects, “…teachers need to understand that whatever they say to their students can have 
an extreme impact on them” (S. Harris, coursework, September 2, 2019), an indication 
that, even from the first week of the course, Sophie understands how powerful her words 
can be towards students in the classroom. 
 Sophie also uses her final exam paper as a chance to further reflect on the power 
she may hold as a teacher by noting: 
For my future classroom, I want to be an advocate for students whose families do 
not have the same opportunities as others. Although it is not my place to judge 
what someone else’s status is, if it is brought to my attention or I see a student 
struggling with food, clothes, or anything else, I want to make sure that they have 
these necessities…In order to better understand and help, I need to leave all my 
assumptions at the door and understand that the way I grew up is not the same for 
everyone else. I want to bring my privilege with me so that I can use it to benefit 
my students and advocate for their well-being. (S. Harris, coursework, December 
11, 2019) 
Sophie clearly understands that her life experiences are not the same as everyone else’s. 
She is also aware that the privileges she has experienced through her identity markers can 
contribute to the power she has as a teacher, notably in the form of providing material 
goods (i.e., food, clothing) and opportunities. By acknowledging themselves in terms of 
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professional identities as teachers, Sophie and Libby are better able to note the power in 
how their words, actions, and privileges can affect their students’ identities. 
 Recognizing student identity begins with the teacher. Libby and Brandi further 
their contemplation of their professional identities by supporting this study’s subquestion 
B about understanding student identity. Both participants suggest that teachers can exert 
power when recognizing every student’s identity, personality, and character. First, Libby 
begins the semester by noting the challenges of learning every student’s identity in the 
classroom: 
The activities that a lot of teachers in classrooms attempt to do by getting to know 
their students only work to an extent. Being heard as a unique student comes after 
conversations and patience and listening to your kids. I think it is so important to 
see every student, to recognize their strengths and praise them and to identify their 
weaknesses and try to help them. (L. Turner, coursework, September 2, 2019) 
By taking the time to learn student identities, Libby believes she will be able to better 
celebrate their strengths and offer opportunities to support their weaknesses. Sophie 
supports taking the time to learn about student identities, too. In her first interview, 
Sophie mentions that, “you need to get to know your students and you need to understand 
that not everyone has the stereotypical life and background” (personal communication, 
September 23, 2019), which signals the recognition that every student has unique 
experiences based on their identity markers. Both Libby and Sophie demonstrate that 
teachers hold the power to spend time getting to know each of their students in order to 
make them feel visible, heard, and cared for in the classroom. 
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 Letting go of assumptions about students is another way teachers exert power 
when recognizing student identity. Most notably, both Libby and Brandi recognize 
gender identity as a means in which teachers make mistakes of assuming an aspect about 
a student. In both of their final exams, Brandi notes “I would never want to label a child 
as boy or girl until they are fully able to recognize and understand who they want to be” 
(coursework, December 11, 2019) while Libby writes, “I would also never assume if a 
child is transgender or considering transitioning[.] I would wait for the student to 
approach me about it as that is a huge violation of privacy and could extremely offend 
someone” (L. Turner, coursework, December 11, 2019). It is suggested through this data 
that Brandi and Libby understand the dangers of assuming something about a student and 
the impacts it could potentially have on them. By taking away the power of a teacher to 
assume, Libby and Brandi believe it then provides the students the power to identify in 
how they want. 
 Treating students equally versus equitably. Elizabeth and Libby also contribute 
data which answers this study’s subquestion B about student identity through a discussion 
on equality versus equity. Both participants demonstrate another way in which teachers 
can exert power in the classroom is through their belief in treating students either equally 
or equitably. This course spent one week discussing the differences between treating 
another equitably as opposed to equally, and it is apparent that the conversation resonates 
with Elizabeth as indicated in the change from her week one to week four blog responses. 
In her week one blog (mentioned above in the theme “Gaining the Ability to Pose 
Questions,” Elizabeth favors equal treatment of all by writing, “If we clear our minds to 
make everyone equal, while still considering their backgrounds but not making it the top 
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priority, we can better our own classrooms and make students feel more included” 
(coursework, September 2, 2019). However, after a week spent discussing the difference 
between equality versus equity, Elizabeth notes in her week four response: 
Lots of people say to treat others as you would want to be treated…lots of people 
say they should treat everyone ‘the same.’ But what does that truly mean? If I 
were to do that in my class, treating someone as I would want to be treated could 
be really different in how I would have been treated throughout my schooling 
experience in comparison to them. (E. Johnson, coursework, September 23, 2019) 
Elizabeth’s change of beliefs within four weeks signals her realization that treating 
students the same is not equivalent to treating them fairly nor making them feel included. 
She recognizes that she must use the power she has as a teacher to consciously find 
equitable ways to acknowledge each of her students and their many identities throughout 
the school year. 
 Libby also speaks on the topic of equality versus equity, but ties it to her 
realization that she needs to become color conscious of her students’ racial identities. In 
week four Libby reflects: 
What I think one of the most important lessons I have received in college is the 
equality and equity knowledge that a guest speaker gave to me in a writing class. 
It ties along nicely with the platinum rule, ‘treat others how they would like to be 
treated.’ I think as long as I get to know my students, their needs and desires, and 
what they require personally to succeed as a student and a citizen in my class, 
then I can become color conscious. (L. Turner, coursework, September 23, 2019).  
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Libby notes that she was exposed to the topic of equality versus equity before this course 
in a past writing class, which may have contributed to her firm desire in making a 
conscious effort to view her students equitably and consciously. However, by believing in 
the saying “treat others how they would like to be treated,” Libby seems to be taking the 
power she has as a teacher and offering it to her students as guidance for her instruction. 
By giving power to her students to vocalize how they wish to be identified, heard, and 
treated, Libby hopes to then create a more fair, equitable classroom in which to teach 
each of her unique students. 
 Recognizing intersections within student identity. One final means by which  
participants contribute to research subquestion B of understanding student identities is the 
recognition of power they exert as a teacher in their classrooms through the ability to 
acknowledge or overlook the intersections of student identities. Elizabeth and Libby are 
able to articulate their understanding of intersectional identities as they relate to future 
students. Elizabeth mentions her ability to recognize intersectionality during a memory of 
a practicum experience involving biases. Elizabeth recalls: 
…because I am a White woman, how may that affect how I teach in my 
classroom? Like, with my CT (cooperating teacher) that I work with in practicum, 
she’s also a White woman and I feel like her biases towards being white affect 
how she teaches in her classroom…I definitely think she favorites those that are 
of the same backgrounds and privileges that she is. Especially even if they are 
White, that even goes with like socioeconomic status. There are students in her 
class that are very low socioeconomic status. And she definitely puts it out there 
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of like, ‘why wouldn’t you have new headphones or whatever for your iPad?’ (E. 
Johnson, personal communication, November 18, 2019) 
Elizabeth’s memory of a practicum experience demonstrates that students can be victims 
of bias just due to one of their intersecting identities.  In this case, Elizabeth notes that 
even though she perceived her CT to favor White students, she still held a bias against 
those who seemed to have a lower socioeconomic status—regardless of race. 
 Libby also recognizes that school-age student demographics are changing and that 
she needs to be ready to invite all intersecting identities into the classroom. In her third 
interview, Libby notes the importance of incorporating all different types of activities that 
recognize student identity because “they’re not all going to be English speaking, White, 
high socioeconomic kids” (personal communication, November 14, 2019). While she 
does allude that the above mentioned identities are examples of “a perfect classroom” and 
“what I’ve always thought it would be” (L. Turner, personal communication, November 
14, 2019), Libby does exhibit that she is trying to reposition her mind set so that she can 
be ready to make visible all intersecting identities that she will teach in the future. 
 Both Elizabeth and Libby contribute data which answers this study’s research 
subquestion B through the power held as professional teachers to recognize 
intersectionality within student identities in the classroom. While Elizabeth comes to an 
understanding of power exerted through a memory of a cooperating teacher not 
recognizing intersectionality of student identities and Libby reflects on this theme in 
relation to what types of activities she hopes to offer for all of her students, both 
participants recognize that they hold power through their professional identities as 
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teachers to either acknowledge or overlook the intersectionality of student identities in 
their classrooms. 
 Lack of discussion surrounding student power and privilege. Overall, there is 
a significant lack of discussion surrounding the powers and privileges students might 
come into the classroom with each day—a contribution to research subquestion B that 
suggests participants of this course might not be ready or currently able to grasp how 
students can hold power and privilege. Over the course of the semester, only two 
instances were noted that hint at participants grappling with student power and 
privilege—one regarding power in a blog response and one about privilege in an 
interview. In her first blog response, Libby reflects on Robert Lake’s (1990) “An Indian 
Father’s Plea” by writing:  
it was made clear that certainly the other kids and even the teacher did not 
understand truly why Wind-Wolf was different, but that did not stop the racism 
that ensued…This tells me that even young children, who really can’t 
comprehend what it means to be ‘racist’ still can be. (L. Turner, coursework, 
September 2, 2019) 
Libby’s remark suggests that students, no matter how young or old, can hold power over 
others by the identity markers they hold. Libby notes that students who do not know what 
it means to be racist still unintentionally can be. Whether these students learn from the 
teacher, their parents/guardians, friends, or others, power can be held by young children 
in the form of discriminating against another. 
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 In one of her interviews, Brandi reflects on a past experience that portrays student 
privilege. When asked if she believed any identity markers hold power in the classroom, 
Brandi notes: 
I think the economic status does for sure. Because there’s kids that [say,] ‘look at 
my new watch, look at my new necklace.’ I’ve had some kids do that recently. 
And not that the other kids can’t afford it, but that can affect other kids in a whole 
different way. Because if they’re always bringing in something new, and they 
don’t have anything, you know, they’re going to feel, like, feel less worthy of 
themselves. (B. Smith, personal communication, November 21, 2019) 
Brandi’s example demonstrates how higher socioeconomic statuses may provide students 
more privilege with material goods than those in lower socioeconomic statuses. Brandi 
also mentions her worry that students without these new material goods might view 
themselves lesser than or feel less worthy. Brandi has witnessed this student privilege in 
socioeconomic status in her role as a practicum student; therefore, she is aware that she 
could see this privilege used in her own classroom. 
 In all, only two references of student power and privilege contribute data to this 
study’s subquestion B about applying course understandings to future students. Although 
Libby indicates that she might be aware that it is possible for some students to be racist 
even though they may not consciously know how to be and Brandi alludes that a 
student’s socioeconomic status can provide them with privilege over others, these two 
instances are not enough to thoroughly determine how this course assists participants in 
understanding future students’ powers and privileges. Instead, this data contributes more 
to a lack of discussion surrounding student powers and privileges. 
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 Discriminations faced by students in schools. While there was little reference to 
the powers and privileges students may hold in the classroom, there was discussion on 
how students may face discrimination in race, religion, and language at school—a 
contribution to this study’s subquestion B regarding application of course knowledge to 
students. Brandi and Sophie both mention the hardships students may endure in the 
classroom related to race. Reflecting on Jane Elliott’s “Brown Eyes and Blue Eyes-
Racism Experiment” posted by Heckroth (2018), Brandi mentions:  
It makes me think of the people who get discriminated daily because of the color 
of their skin or the way they look. These hurtful sayings and actions that take 
place for them effects their education. They cannot think or learn because they are 
so focused on what someone has said about them and they try to change or perfect 
themselves. (B. Smith, coursework, September 23, 2019) 
This connection of race and discrimination exhibits that Brandi knows some students may 
face the judgment of others solely due to the color of their skin.  
Sophie also first makes this connection in the same blog response by 
writing,“…one can imagine how racism severely impairs a student’s ability to perform 
just because people do not accept how they look” (coursework, September 23, 2019). 
Sophie finishes the course reflecting on Soraya Chemaly’s (2015) “All Teachers Should 
Be Trained to Overcome Their Hidden Biases.” She contemplates student punishment 
based on race by writing: 
According to one of the New York Times articles that we read on hidden biases, 
studies have revealed how ‘disproportionately penalized young black girls are for 
being assertive in classroom settings’ (Chemaly, 2015). If this is the case, this is 
   
 
101 
going to discourage students of color to speak up in the classroom or have an 
opinion about anything due to the fear of being punished. (S. Harris, coursework, 
December 11, 2019) 
Sophie’s connection between race and discrimination through punishment is evidence 
that she is thinking about how her future students may face bias in school. Unlike Brandi, 
however, Sophie’s reflection on discrimination seems to place the source of 
discrimination either on teachers or the school administration who are delivering the 
punishment. Not only would punishing a student based on a bias of race impact a 
student’s record at school, but Sophie also notes how it would impede a student’s 
freedom of speech in the future. 
 Brandi and Sophie also believe that students can face discrimination at school due 
to their religion. In her interview, when asked if any identity markers are perceived to 
hold oppressions, Brandi reflects: 
I think some religions do, like, some can’t eat certain things. So at school, if 
they’re serving something and they can’t eat it, what do you do in that situation? 
Do you have something for them to eat on the side? Or the kids can make fun of 
them because their mom told them they can’t eat that…Or like maybe the way 
they dress, like, if they wrap something on their head to show a sign of something. 
I think that might unfortunately give off some negative vibes towards students just 
because now they just don’t know about it. (B. Smith, personal communication, 
November 21, 2019) 
Brandi believes that some students may face discrimination by other students based on 
various diet and clothing preferences in religion. Sophie also notes in her third interview 
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that, “…if you have to pray, if you have to practice certain religious—or whether it’s 
your, your dress, that completely affects how you’re viewed in society” (personal 
communication, November 18, 2019). Sophie’s mention of dress and prayer echo 
Brandi’s similar concern about religious discrimination, except Sophie reflects that she 
believes a student will receive this discrimination even outside of the school and in 
society. 
 In conclusion, this six themes of the emergence of acknowledging privilege and 
power and its various subthemes all contribute to this study’s three research questions. 
Individually, the subthemes related to research subquestions A and B of contemplating 
self-privilege, navigating how power is held, power within a teaching identity, 
recognizing student identity begins with the teacher, treating students equitably versus 
equally, recognizing intersections within student identity, lack of discussion surrounding 
student power and privilege, and discriminations faced by students in schools all 
contribute to the main research question regarding how participants apply knowledge 
from the course to an overall understanding of identity, power, and privilege. In relation 
to research subquestion A, which asks how participants apply course information of 
identity, power, and privilege to themselves, Libby, Brandi, Elizabeth, and Sophie all 
contemplate and navigate self-privilege differently; through the phrases of “It’s not a 
purpose thing,” “No one questions,” and “I have never had to/do not think about” as well 
as potentially holding the ability to choose where they hold privilege, all four participants 
demonstrate that coming to an awareness of self-privilege can be an arduous task to 
endure. Viewing themselves as holding power within a professional teaching identity 
contributes to research subquestion A as well. Through data collected via coursework, 
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Libby and Sophie suggest they recognize how much power teachers can potentially hold 
over students in the classroom through their words, actions, and self-privileges.  
Finally, the themes recognizing student identity begins with the teacher, treating 
students equitably versus equally, recognizing intersections within student identity, lack 
of discussion surrounding student power and privilege, and discriminations faced by 
students in schools contribute to this study’s research subquestion B which asks how 
participants convey an application of course knowledge to future students’ identities, 
powers, and privileges. Again, all four participants over the course of the semester are 
able to recognize that because they, themselves, hold power and privilege in their 
identities as teachers, then that could possibly have an effect on how they view or treat 
their future students. However, noted above is a significant lack of discussion surround 
student-held powers and privileges. Although Brandi and Libby were able to briefly 
discuss one power and one privilege that they perceive students could hold in relation to 
identity and Brandi and Sophie were able to distinguish some discriminations students 
may face at school due to identity, a lack of support for research subquestion B in 
recognizing student powers and privileges is evident. 
Influences on Student Identity 
 A final theme that supports research subquestion B related to student identity in 
the classroom is explored by all four participants. Throughout the semester-long course, it 
became apparent that Elizabeth, Brandi, Libby, and Sophie all recognize that there is 
more to a student’s identity than just what they see as teachers each day. In addition to 
visible identity markers, parental influence, invisible identity markers, and background 
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knowledge all have the ability to impact a student in the classroom. This final theme 
explores each of these categories below in greater detail. 
 Parental influence. Brandi, Libby, and Sophie all mention parental influence 
(this analysis reflects participant use of term “parents” rather than “guardians”) in their 
numerous reflections and interviews across the semester. However, each of them talk 
about the role of the parent in different ways. Table 4 references the four different ways 
these participants reflect on parental influence of students and schools in addition to 
which participant contributed to each category: 
Table 4 
Subthemes of parental influence on identity and school 
Parental Influence on Identity and School 
Theme/Phrase Elizabeth Brandi Libby Sophie 
Perceived Parental Deficit  X  X 
Lack of Support at Home   X X 
Wanting to Keep Parents Involved in the 
Student’s Education 
 X X X 
 
 Parental deficit. Brandi and Sophie both mention perceived parental deficits in 
reading and language as reasons for how a student identifies and performs in the 
classroom. When answering what teaching practices she would like to incorporate into 
her classroom, Brandi mentions her desire to focus on students learning English as an 
additional language; she comments: 
I know a lot of Spanish speaking students. They think it’s great their kid is 
learning English, but they only speak [Spanish] at home. They’re not trying to 
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speak English only, you know. It’s like they [students] just go home, [and] it’s 
kind of like ‘poof’ out of the ear. (B. Smith, personal communication, October 24, 
2019) 
Brandi’s perceived parental deficit of not speaking English in the home is related to her 
belief that teaching English as an additional language will be challenging. Brandi notes 
that because parents might not speak English at home to their children, those children 
will then fall behind in learning English because they have limited opportunities to 
practice it.  
Sophie also mentions a language barrier in relation to reading and literacy 
deficits. In her tenth blog responding to Victoria Purcell-Gates’s (2008) “‘…As Soon as 
She Opened Her Mouth!’: Issues of Language, Literacy, and Power,” Sophie writes: 
Parental education is also something that directly affects how students learn in the 
classroom…It directly relates to students whose first language is not English and 
therefore their parents do not have this extra background to help them in the 
English classroom…this literacy education deficit can affect parent 
communication as well. If a teacher is sending notes and letters home for the 
parents, some parents might not be able to read them and therefore cannot 
properly communicate with the teacher. (S. Harris, coursework, November 11, 
2019) 
Sophie believes that a lack of education plus a language barrier will not only impact a 
student’s ability to perform in literacy education, but it will also impede communication 
between parent and teacher. It is assumed by this reference that Sophie perceives a 
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parental deficit in education and language as a potential influence into how some students 
may perform in literacy education. 
 Lack of support at home. Sophie and Libby both take note of a potential lack of 
support at home in relation to student identities within gender and sexual orientation. In 
her first interview, Sophie verbalizes a concern: 
…I don’t know if it’s my place to bring up something they (parents) might not 
want to talk about in their household…what if you have one kid in your class who 
has two moms or two dads or who has a parent who has a different identity from 
what they were born with. They might be more open and they might be more 
educated on that versus the kid who has Mom and Dad and they don’t disagree 
with it but it’s just not something they’ve brought up to an eight-year-old. (S. 
Harris, personal communication, September 23, 2019) 
Sophie’s concern is in relation to teaching her future students on gender identity and 
pronouns. Her reflection indicates that perhaps she is nervous to teach on this topic 
because she is not sure if parents consider it a taboo topic in their homes. Sophie’s 
reasoning makes it noticeable that she might feel caught between not wanting to offend 
parents for teaching a sensitive subject to their children but also making sure students 
with different family structures and gender identities feel visible in her classroom. 
 Libby also notes a potential lack of support at home for students who differ in 
their gender identity. In her final exam reflection, Libby writes: 
Another large part, that I often forget is to remind my students that I am an ally 
and an advocate for them…A student that identifies with a title that is largely an 
oppression, such as sexual identity, may not get the support and love they need 
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from their home or their friends. Being that listening ear and voice for that student 
can dramatically change that student’s life. (L. Turner, coursework, December 11, 
2019) 
Libby’s comment makes it clear that she knows some students may come from homes 
who might not support the way the student identifies in their gender or sexual orientation. 
However, Libby hopes to make up for this lack of support at home by making sure she, as 
a teacher, is an advocate and that she is providing a welcoming environment in the 
classroom. 
 Wanting to keep parents involved in the student’s education. Libby, Sophie, and 
Brandi all mention their desire to maintain parental involvement in their classrooms 
despite language barriers or cultural differences. In her final exam reflection, Libby 
explains aspects of her ideal future classroom: 
…I understand the importance of getting a translator to help me communicate 
with parents. I also know that when I have those conversations, to look at the 
parent or student I [am] talking to and not the translator. I can also learn some 
basic phrases and lines in other languages, so I think that would be important. (L. 
Turner, coursework, December 11, 2019) 
Libby’s wish of including an interpreter in meetings with parents as well as her idea to 
learn basic phrases in a student’s home language display her desire to get and keep a 
student’s family involved in their education.  
Sophie also mentions her future use of a translator to encourage communication 
between herself as the teacher and parents at home, but also makes a note of how to 
incorporate parental involvement throughout the school day. In her final exam, Sophie 
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states, “allowing parents who are bilingual to perform read-alouds in their language just 
like other parents do is something that I would love to incorporate…so both the student 
and the parents feel proud of their language” (coursework, December 11, 2019). Sophie’s 
idea to invite parents to conduct read-alouds, regardless of native language, is an 
additional way she hopes to keep parents involved in their child’s education and reinforce 
their language identity. 
Last, Brandi notes her ideas of inviting a student’s culture and tradition into the 
classroom through parental involvement. In her week eleven blog response, Brandi 
explains: 
What I do think I would like to do as a teacher would be to implement different 
holidays from my students. I would ask them or send a paper home so the parents 
can participate and sign off on a holiday of their choice that they partake in…I 
would want to be able to use a few days out of the month to celebrate the ones 
(holidays) that were handed in so we can not only include parents but keep them 
aware of what we are learning and also allow the students to have that sense of 
comfort talking about what they celebrate. (B. Smith, coursework, November 18, 
2019) 
By getting parents involved with celebrating observed holidays in the classroom, Brandi 
notes a week later, she is able to better communicate her interest and care to the students’ 
guardians. Brandi reflects, “I feel that it would allow the parents to know that I am 
interested in what they believe or practice at home and I want to get to know it more so I 
am familiar with it and can respect it” (coursework, December 2, 2019). Bringing 
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holidays and traditions celebrated at home into the classroom is Brandi’s method of 
further strengthening the connections between a student’s identity at home and at school. 
 In sum, the subtheme that explores parental influence on the student supports this 
study’s research subquestion B by contributing data towards participants’ understandings 
of student identities. Although Brandi, Libby, and Sophie all note at some point 
throughout the semester that they perceive parents to be a potential deficit or hold a lack 
of support for their children in both identity and education, all three also indicate the 
desire to keep parents involved in the student’s school experiences. By exhibiting the 
ability to reflect on the parent’s role through this course, Brandi, Libby, and Sophie 
demonstrate that parents do contribute in many different ways to a student’s identity.   
 External influences on student identity. Brandi, Sophie, and Elizabeth all 
recognize that students may enter their classrooms with external worries and invisible 
identities to deal with throughout the day—another indicator that supports this study’s 
research subquestion B of how participants apply information from this diversity course 
to student identities. Brandi offers a brief overview of these worries in her first blog; she 
writes, “…it is so important to be alert and pay attention to every child’s need. It is more 
than just where they come from financially, but where they come from emotionally and 
mentally” (B. Smith, coursework, September 2, 2019). Brandi recognizes that a student 
might be aware of financial troubles or might not be in a balanced emotional or mental 
state of being during the school day, all which can contribute to a student’s identity and 
performance.  
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 In addition to Brandi’s brief overview, Elizabeth further elaborates on how these 
influences affect a student’s ability to be present and involved in the classroom. In her 
eleventh blog response, Elizabeth writes: 
While teachers are supposed to work on being understanding at all times, a 
student who may not be completing work in the way they hoped could cause them 
to be slightly disappointed. But what if that teacher knew the student was going 
through something particularly hard?...As educators, we need to be aware of this 
because there are many factors besides just the knowledge of a topic that can 
affect how a student performs in the classroom. (E. Johnson, coursework, 
November 18, 2019) 
Elizabeth demonstrates that she is aware a student might not be able to fully pay attention 
or perform well in class every day if they are having a bad day due to an external, 
outside-of-class reason.  
 Sophie closes the discussion on external influences on a student’s identity and 
ability to perform in the classroom by providing specific instances a student might be 
dealing with. In her week eleven blog response, Sophie contemplates, “Tragedy is 
something that is more prevalent than we think. Deaths, disasters, divorce, injury, and so 
many more can pop-up in our students lives” (S. Harris, coursework, November 11, 
2019). These examples of external influences on a student’s identity and ability to 
perform at school are all instances that occur outside of a student’s control. Sophie also 
mentions specific invisible identities that can affect a student’s school performance; 
Sophie mentions, “…whether it’s a learning disability or a mental disability, these all are 
things that a teacher has to take into account” (personal communication, October 21, 
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2019). Sophie notes that taking invisible identities, as well as external influences like 
tragedy and trauma into consideration when assessing how a student is performing in 
class, is vital.  
Overall, this subtheme answers research subquestion B by noting external 
influences such as trauma, tragedy, financial worries, etc. on students in the classroom is 
important when trying to view and understand student identities. Brandi, Sophie, and 
Elizabeth all demonstrated reflections on how these external influences may affect 
emotional and mental well-beings of students throughout the day and the ability for 
students to be present and involved in the classroom. 
 The role of background knowledge. Last, Brandi and Elizabeth contribute to 
research subquestion B by taking note of recognizing a student’s background knowledge 
and the role it could play in the classroom each day. In her first blog, Brandi mentions 
that she is “excited to know how the children were taught things before school and how 
much brilliant knowledge they will come to school with” (coursework, September 2, 
2019), an indicator that she recognizes her students could enter their schooling 
experiences with unique background knowledge that she could support to help further 
teach her class. Elizabeth also realizes that background knowledge plays a role in a 
student’s education because not all students learn the same way; in week eleven, 
Elizabeth states: 
I feel like a lot of teachers now try to connect the fact that students typically read 
at a young age or have had written words for things. I think taking into 
consideration that not all students will have learned this way or been exposed to 
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this experience in their households, depending on even their cultural traits, is 
important. (E. Johnson, coursework, November 11, 2019) 
Elizabeth’s acknowledgement of students’ background knowledge demonstrates that she, 
in addition to Brandi, recognize that all students learn differently. Depending on their 
culture and traditions, their interrupted or continued education, or the methods in which 
they were taught a topic, Elizabeth and Brandi understand that no two students—due to 
background knowledge—are going to enter their classrooms with the same process of 
learning. This recognition by Brandi and Elizabeth ultimately adds to a better 
understanding of research subquestion B, in which background knowledge can contribute 
to a student’s identity. 
Conclusion to Findings 
In summary, all four participants contributed to this study’s three research 
questions regarding how one undergraduate diversity course influenced White cisgender 
female pre-service elementary teachers in their understandings of identity, power, and 
privilege through both the self and the student. Through three qualitative manual rounds 
of coding of interviews and coursework, as well as conducted class observations to gain a 
better understanding of how material was presented to participants, I note that this 
undergraduate course influenced four participants in recognizing a conscious self-
reflection and evaluation on identity; gaining the ability to pose questions; understanding 
that identity development is a process; witnessing the danger of a single story of identity; 
acknowledging that intersections of identities provide all individuals different life 
experiences; knowing that identity, power, and privilege hold historical significance; and 
in beginning to navigate systems of privilege and power. Data collected through this 
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study have also shown the influence of this undergraduate course on the four participants’ 
understandings of their own identities, powers, and privileges; these participants 
recognize that their own identities, powers, and privileges are very complex and 
intersectional, that they can hold or be victims of stereotypes at the intersections of 
identities, and that they hold power not only through their social identities but through 
their professional teaching identities as well.  
Finally, this chapter details how this course has assisted four participants in 
understanding student identities, powers, and privileges. Over one semester, participants 
of this course were able to notice how teachers recognize student identity; the importance 
of treating students equitably versus equally; the significance of intersectional identities 
within students; and the roles parental influences, external influences, and background 
knowledge all play within a student’s identity and performance in the classroom. 
However, there is an apparent lack in participant discussion on the powers and privileges 
students may enter the classroom with. Only two participants were able to briefly discuss 
one power and one privilege as they saw fit within future students as well as the potential 
discriminations faced by these students due to other students’ potential power held in 











DISCUSSION AND CONCLUSIONS 
 The purpose of this qualitative case study was to examine how a single diversity 
course within an elementary teacher education program at one public Virginia university 
influenced White cisgender female pre-service teachers in their understandings of 
identity, power, and privilege in relation to the self and to future students. Research 
questions that guided this study are as follows: 
1. How does one undergraduate diversity course influence White cisgender female 
pre-service elementary teachers in their understanding of identity, power, and 
privilege?  
a. [How] Do White cisgender female pre-service elementary teachers apply 
knowledge from one undergraduate diversity course to their own identity, 
powers, and privileges?  
b. [How] Do White cisgender female pre-service elementary teachers apply 
knowledge from one undergraduate diversity course in their understanding 
of future students’ identities, powers, and privileges?  
This chapter includes a discussion of major findings in connection to literature related 
to instruction on culturally responsive teaching, self-reflective practices, understandings 
of identity within both the self and students, the navigation of holding power and 
privilege, the role of intersectionality, and positioning within White teacher identity 
studies. Implications of the research that may be valuable to White cisgender female pre-
service elementary teachers and elementary teacher education programs are included as 
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well. This chapter concludes with notes of limitations of the study, areas for future 
research, and a brief summary of this research. 
Discussion 
 Before additional findings are discussed, it must be noted that although this study 
originally sought to examine White cisgender female pre-service elementary teachers’ 
understandings of identity, power, and privilege through a lens of intersectionality, I 
decided to include all major themes not analyzed through intersectionality that emerged 
in order to gain a better understanding of how this undergraduate diversity course overall 
influenced enrolled students’ perceptions of identity, power, and privilege in relation to 
the self and future students. This decision transpired after noticing a lack of discussion 
regarding intersectionality in class observations as well as the nonexistence in prompts 
for both blog responses and the final exam reflection paper. Although themes 
demonstrated that participants of this study were able to identify intersections within their 
own identities, understand that intersections of identity markers can lead to stereotypes 
and difference in lived experiences for others, and began to comprehend that students 
also bring intersections of identity into the classroom, this study’s research questions 
would not have been answered unless additional data and themes were explored. Further 
discussion on the use of intersectionality as a theoretical framework to guide an 
investigation is noted below in implications and directions for future research. 
Culturally Responsive Teaching 
 First, this study appropriately fits within the demand for pre-service teachers to be 
instructed on culturally responsive teaching. Due to research findings that many White 
female teachers feel as if they are not adequately prepared to teach a culturally diverse 
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classroom due to a difference in life experiences and identities as compared to students 
(Bennet, Driver, & Trent, 2017; Curry, 2013; Kumar & Lauermann, 2018), this 
undergraduate elementary education diversity course sought to expose pre-service 
teachers to pedagogical skills within culturally responsive teaching in order for them to 
recognize that “teaching is most effective when…prior experiences, community settings, 
cultural backgrounds, and ethnic identities of teachers and students, are included in its 
implementation” (Gay, 2010, p. 22). Most notably, the four White cisgender female 
participants in this study demonstrated culturally responsive teaching through self-
reflective practices in which understandings of identity, power, and privilege were 
gathered in relation to the personal and professional self as well as to future students. 
Self-Reflective Practices 
This study exhibited that the practice of self-reflection is a useful tool for 
understanding one’s “personal motives, privileges, biases, strengths, and limitations” 
(Hall, 2016, p. 166) throughout one semester-long diversity education course. Due to the 
teacher educator of the course utilizing weekly blog responses (Blanchard et al., 2018; 
Hall 2016; Whiting & Cutri, 2015) related to required readings, a final exam which 
allowed for the opportunity to reflect on privileges held within identity markers, and 
multiple interviews which asked participants to connect what they learned in class to 
themselves and future students, each participant demonstrated the acquisition of 
knowledge on the dangers of biases, stereotypes, and previously held assumptions of 
others (Blanchard et al., 2018; Grant & Zwier, 2011; Kumar & Lauermann, 2018) and the 
understanding that no two individuals hold the same lived experiences (Flynn et al., 
2018) due to intersectionality of identities. Further reflections throughout the semester 
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also allowed for participant recognition that identity is an ever-developing process 
(Daniel, 2016), history plays a role within identity markers (Hearn, 2012), power and 
privilege is held both personally and professionally as a teacher (Hearn, 2012; Pugach, 
2018), and that students also enter the classroom with unique identities and life 
experiences that differ from the teacher’s (Jupp et al., 2016; Jupp & Lensmire, 2016). 
Understandings of Power and Privilege 
While there was a general understanding of the power and privileges held through 
participants’ self-identity, there was a significant lack of consideration on how their 
future students may hold power and privilege due to their identity markers in the 
classroom. This lack of discussion surrounding student powers and privileges most likely 
occurred due to the teacher educator’s insistence of meaningful reflection on participants’ 
self-identities, powers, and privileges rather than those that students come to school with 
in both weekly blog responses and the final exam reflection paper (see Appendices G and 
H). As noted below in a discussion of how this study contributes to White teacher identity 
studies, this course might also have been the first in which participants were asked to 
reflect on their own identities, powers, and privileges, which indicates that there might 
not have been enough time to consider topics in relation to future students.  
While they were able to discuss the “unearned benefits” (Hall, 2016, p. 155), or 
privileges, that their own social markers of identity provided for them, overall the four 
participants could not make thorough connections that students can enter the classroom 
with their own privileges provided to them through identity markers, too. Other than the 
recognition that socioeconomic status could be seen as a privilege in the classroom 
through material goods (B. Smith, personal communication, November 21, 2019), no 
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other social markers of identity were perceived to hold privileges in relation to students. 
In defining power as “the ability not just to tell the story of another person but to make it 
the definitive story of that person” (Kendall & Wijeyesinghe, 2017, p. 93), only one 
participant made the connection that even young students who do not know what it means 
to be racist can still be towards others (L. Turner, coursework, September 2, 2019). 
However, participants could note some discriminations that students might face in the 
classroom, primarily related to identities of race and religion. While they could not 
identify student-held privileges and powers that may enter the classroom, it is important 
to note that understandings of discriminations students might encounter flourished in 
interviews and coursework. 
White Teacher Identity Studies 
Finally, the location of this study within White teacher identity studies will be 
discussed. While my original hope was to conduct a study that contributed to the second 
wave of White teacher identity studies—in which complex conversations surrounding the 
complexity of White race-visible identities evolve (Jupp & Lensmire, 2016), I argue that 
this study instead contributes to the first wave of this movement, in which there was 
discomfort in talking about racial (Glazier, 2003) privilege as well as privileges in other 
social markers of identity. Noted in the theme of contemplating self-privilege, because 
some participants might have been grappling with their understandings of identity, 
power, and privilege for the first time, reflections of White privilege were led with 
sentences started by “It’s not a purpose thing…” and “I can’t help…”. Other participants 
demonstrate that they have never thought about White privilege by beginning reflections 
with “I have never had to/do not think about…”. Because of the discomfort and initial 
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discussions surrounding White privilege that are represented through analysis of the data, 
this particular study contributes to literature located within the first wave of White 
teacher identity studies. 
Limitations 
Several limitations within the sample size and the methodology are important to 
keep in mind while examining this study. It is important to consider that since this study 
only observed one diversity course within one elementary education teacher preparation 
program, findings from this research may not be applicable or conclusive to all K-12 
teacher education diversity courses or to all White cisgender female pre-service 
elementary teachers. One limitation to note lies within the sample size. Participants of 
this study all self-identified as White cisgender female pre-service elementary teachers; 
therefore, this intentional homogeneous group did not contribute to a maximum variation 
(Merriam & Tisdell, 2016) of data collected; however, as witnessed above in data 
analysis, even though a homogeneous sample size was used for this study, there was still 
some variation in certain identity markers due to unique life experiences.  
 Other limitations lie within the methodology of this study. First, this study only 
referenced and discussed a minimum of peer-reviewed literature available due to time, 
focus of the study, and nature of a master’s thesis. While this study conducted a thorough 
analysis on how four pre-service teachers comprehend identity and privilege through a 
lens of intersectionality, it does not provide an exhaustive discussion of other topics 
taught within the diversity course. Second, due to the essence of time, this study was 
small in size. I had fourteen weeks to collect data in the form of limited class 
observations, interviews, and coursework from one elementary teacher education 
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diversity course and a limited number of months to analyze and discuss findings. Last, 
because this study is not funded, the utilization of resources were limited. This study was 
conducted solely on a voluntary participant sample size at a local, public university and 
provided no monetary incentive to participants, teacher educators, nor the education 
department of the university upon completion of the research. 
Implications for Pre-Service Teachers and Elementary Teacher Education 
Programs 
Overall, this study contributed to the importance of allowing self-reflective 
opportunities to occur when examining topics of identity, power, and privilege in a 
diversity education course. Through weekly blog responses and a final exam reflection 
paper obtained during data collection, it is clear that four pre-service teachers enrolled in 
this undergraduate diversity course were able to connect weekly readings and teacher 
educator instruction of topics to their own identities and experiences through written 
reflections. However, this study also produced findings that pre-service teachers were 
able to understand notions of identity, power, and privilege through additional 
requirements of reflection as well. Two participants of this study, Libby and Sophie, 
noted in their final interview that having an additional opportunity to reflect on topics 
explored during the semester assisted them in being able to better connect powers and 
privileges to their identity markers; when asked how effective the course was in 
understanding terms of power and privilege, Libby noted “Maybe not so much the class 
but I think talking it out has more helped. Because in class, I feel like we talked about [it] 
and then kind of moved on, but sitting here really debriefing, like talking, personally, I 
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think has helped me more than [class]” (L. Turner, personal communication, November 
14, 2019).  
 It must be noted that this is the first course the teacher educator has removed the 
requirement for service learning completion and reflection from her syllabus. Before this 
course of study, previous cohorts of students were required to complete a certain number 
of service learning hours working with a local diverse population in a capacity of their 
choosing as well as reflect on their experiences in the form of a written response. Because 
the teacher educator adopted creative one pagers as a coursework requirement in order to 
imitate other sections of the same undergraduate course taught by a different instructor, 
her service learning requirement was dropped from the syllabus. Due to two out of four 
participants noting how helpful personal interviews were in further grappling with topics 
from the course, it might be worthwhile for teacher educators to examine how many 
different types of self-reflective opportunities they offer their pre-service teachers each 
semester or year.  
 Enhanced instruction on the understanding and application of intersectionality 
within identity, power, and privilege is another implication of this research. As noted 
above, this study concluded that participants did not discuss topics of identity, power, and 
privilege related to the intersections in which they can occur, perhaps due to a minimal 
amount of verbal references in class from the teacher educator, the limited reflection 
prompts which asked participants to reflect on singular identities rather than the 
intersections they provide, and/or due to the beginning stages each participant seemed to 
be in when reflecting upon their own identity. If teacher education programs or singular 
diversity courses have an objective for students to acknowledge and understand 
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intersectionality of identities, powers, and privileges as they relate to themselves and 
others, then a more intentional application of this theoretical lens must be implemented. 
 Finally, a last implication emerged through a lack of discussion surrounding 
privilege and power of others. While this undergraduate elementary education diversity 
course assisted four pre-service teachers in understandings of identity, power, and 
privilege as they relate to themselves, there was a significant lack of awareness as to how 
power and privilege could be held by their future students. If this diversity course wishes 
to achieve pre-service teacher acknowledgement of student-held powers and privileges, 
then an additional prompt asking pre-service teachers to reflect on their future students 
either in class activities or written responses needs to implemented. 
Directions for Further Research 
 If further research were to be conducted on these topics or field of study, many 
variables should be considered. First, I admit that although this qualitative case study was 
small in participation, the study was too broad in nature due to multiple research 
questions and methods of data collection. If the study were to be replicated, there should 
be a limited focus on either understandings of identity, power, and privilege as they relate 
to the self or as they relate to future students. Also, limiting data collection to just class 
observations and participant submitted coursework could further signify the need for 
additional required reflective opportunities throughout the course. 
 I also believe that maximum variation of identities within a sample size of 
participants could reveal different findings within applying what is taught in an 
undergraduate diversity course to understandings of identity, power, and privilege. For 
example, if maximum variation of racial and/or ethnic identities was used in determining 
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participants for this study, perhaps different themes would have emerged over the course 
of the semester. I also believe that perhaps a variation in age of participants might also 
contribute to different data; if a study was conducted with participation from a pre-
service teacher in her third year of studies versus one in her fifth year, there might be a 
difference in the depth of how each of them reflect on topics covered in the course. 
 As for the application of a theoretical framework, using a different lens to analyze 
these data might prove beneficial as well. When asked what she hopes pre-service 
teachers enrolled in this course learn, the Elizabeth Strong, teacher educator, noted that 
she does not “have hopes that this class will make everybody go [gestures] from here to 
here, but if they can move on the spectrum, at some point from wherever they 
started…then that feels like progress” (E. Strong, personal communication, November 5, 
2019). Upon examination and consultation with the committee chair of this study, and 
additional  analysis of this data through Milton J. Bennett’s (1993/2017) Developmental 
Model of Intercultural Sensitivity (DMIS) might provide useful insight in relation to the 
field of White teacher identity studies. This model, utilized as a grounded theory, can 
provide a framework for how people come to understand their experiences through 
continual progression on a six stage, ethnocentric/ethnorelative scale. Given that this 
study found themes of continual identity development and notions of discomfort 
surrounding certain identity markers, privileges, and powers, examining data through the 
DMIS could provide a nuanced perspective of how this diversity course assists White 
cisgender female pre-service teachers through this scale. 
 Last, if this study were to be continued, it might be worthwhile to conduct a 
longitudinal study with the same participants as a means to try to understand how 
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practicing teachers apply information learned in their undergraduate diversity course to 
their profession three to five years later. Paired with the theme that identity development 
is a continual process, expanding this research across three to five years to span both the 
pre-service and practicing teacher identities of participants could result in imperative data 
that could assist in the construction of stronger, more meaningful and intentional 
undergraduate diversity education courses. 
Conclusion to Discussion 
This research study has contributed insight into how self-reflective practices 
assisted four White cisgender female pre-service elementary education teachers in the 
application of information learned from one undergraduate diversity course to notions of 
identity, power, and privilege in relation to both the self and future students. While there 
was limited discussion from participants regarding intersectionality between identity 
markers that can also contribute to the powers and privileges one holds, this study 
demonstrates that participants enrolled in this course were still able to grapple with 
preliminary notions of identity, power, and privilege as both an individual and a 
professional teacher. At various points across the semester, all four participants were able 
to grapple with information learned throughout this course through self-reflection and 
questioning to determine that identity is a continuous developing process, history plays a 
role in identity, navigating power and privilege related to identity markers is a complex 
task, and stereotypes can lead to a single story of an individual’s identity. Many themes 
discussed in chapter four led to the belief that perhaps this course is the first in which 
participants reflected deeply on their own identities, powers, and privileges, which left 
little time to reflect on what these topics meant in relation to others or future students; 
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due to the course’s apparent application of instruction to the personal and professional 
self, little indication was made by participants to recognize powers and privileges 
attached to identity markers future students may enter the classroom with. These 
absences in discussion surrounding intersectionality and the powers and privileges 
students may hold are implications for further and more complex instruction within 
diversity courses in teacher education programs. Further research of the topic considers a 
longitudinal study to continue examination of participant identity development and 
understandings of power and privilege as practicing teachers, versions of the same study 
which contemplate maximum variation of participants based on an identity marker, a 
deeper analysis into one of the three broad research questions this study posed, and an 
alternate theoretical framework, the Developmental Model of Intercultural Sensitivity 

















Participation Survey Questions 
1. What is your major and concentration? 
2. What is your academic year? 
3. What is your race and/or ethnicity?  
4. What is your gender identity?  
5. Where would you like to teach after you graduate (district, state, public, private, 
etc.)? 
6. What is one experience you have had which made you reflect upon one of your 
identities?  
7. Why do you believe this course is a requirement within teacher education 
programs?  
8. What courses at James Madison University have you previously enrolled in which 
may assist your learning in this diversity course?  
9. Explain one thing you wish to learn from this course.  
10. Would you be interested in participating in a research study seeking to examine 
how one undergraduate diversity course influences students in their 
understandings of identity, power, and privilege? Participation in this study 
includes attending class each week to actively participate in discussions, 
contributing in at least three interviews conducted by the researcher, and 
consenting to researcher examination of all submitted assignments for this course. 
Your participation has no reflection on any grade you receive throughout this 
course. The researcher will notify you via email if you have been selected to 










Participant IRB Consent Form 
Consent to Participate in Research 
Identification of Investigators & Purpose of Study   
You are being asked to participate in a research study conducted by Kayla Schroeder 
from James Madison University.  The purpose of this study is to examine how a single 
diversity course within an elementary teacher education program at one public Virginia 
university may influence White cisgender female pre-service teachers in their 
understandings of identity, power, and privilege in relation to future teaching and student 
learning. This study will contribute to the researcher’s completion of her master’s 
research project. 
Research Procedures 
Should you decide to participate in this research study, you will be asked to sign this 
consent form once all your questions have been answered to your satisfaction.  This study 
consists of weekly non-audio or video recorded class observations, three to four 
individual interviews, and researcher examination of ELED 310 submitted coursework 
that subjects will be asked to complete at James Madison University. Per your course 
syllabus, you are encouraged to be both present and engaged in class discussion each 
week for class observations. You will also be asked to provide answers to a series of 
questions related to your understandings of identity, power, and privilege in relation to 
future teaching and student learning via individual interviews. If you choose to consent, 
your interviews will be audio recorded and transcribed. If you decline to be audio 
recorded, interviews can be recorded via handwritten notes. Finally, you are expected to 
complete all coursework for this class. Researcher examination of all submitted 
coursework has no reflection on your grades for this course. 
Time Required 
The time involved in the study will span over multiple sessions throughout the fall 2019 
semester. In addition to the expectation of attending class each week, you will be 
interviewed three to four times. Each interview will take approximately thirty minutes to 
one hour. If necessary, the researcher will also email or ask follow-up questions in 
interviews for clarification purposes within responses. Participation in this study will 
require approximately three to four hours of your time.   
Risks  
The investigator does not perceive more than minimal risks from your involvement in 
this study (that is, no risks beyond the risks associated with everyday life). 
Benefits 
Potential benefits from participation in this study include having an opportunity to 
process your ever-developing identity in relation to your future teaching profession, 
assisting in the field of education to better understand pre-service teacher identity by 
providing information which may contribute to the improvement of diversity-related 
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courses in teacher education programs, and gaining experience in participating in a 
research study. 
Confidentiality  
The results of this research will be shared at the researcher’s thesis defense and possibly 
other academic venues, such as conferences. The results of this project will be coded in 
such a way that the respondent’s identity will not be attached to the final form of this 
study.  The researcher retains the right to use and publish non-identifiable data.  While 
individual responses are confidential, aggregate data will be presented representing 
averages or generalizations about the responses as a whole.  All data will be stored in a 
secure location accessible only to the researcher.  Upon completion of the study and 
thesis defense, all information that matches up individual respondents with their answers, 
including audio recording with their answers, will be destroyed.   
Participation & Withdrawal  
Your participation is entirely voluntary.  You are free to choose not to participate.  
Should you choose to participate, you can withdraw at any time without consequences of 
any kind. 
Questions about the Study 
If you have questions or concerns during the time of your participation in this study, or 
after its completion or you would like to receive a copy of the final aggregate results of 
this study, please contact: 
Researcher’s Name: Kayla Schroeder   Dr. Stephanie Wasta 
Educational Foundations & Exceptionalities Educational Foundations & 
Exceptionalities 
James Madison University     James Madison University 
Email Address: schroeke@dukes.jmu.edu    Telephone: (540) 568-5210 
Email Address: wastasa@jmu.edu 
Questions about Your Rights as a Research Subject 
Dr. Taimi Castle  
Chair, Institutional Review Board 
James Madison University 
(540) 568-5929 
castletl@jmu.edu  
Giving of Consent 
I have read this consent form and I understand what is being requested of me as a 
participant in this study.  I freely consent to participate.  I have been given satisfactory 
answers to my questions.  The investigator provided me with a copy of this form.  I 
certify that I am at least 18 years of age. 
 I give consent to be audio recorded during my interview(s).  ________ (initials) 
______________________________________     
Name of Participant (Printed) 
______________________________________    ______________ 
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Name of Participant (Signed)                                   Date 
______________________________________    ______________ 



























Teacher Educator IRB Consent Form 
Consent to Participate in Research 
Identification of Investigators & Purpose of Study   
You are being asked to participate in a research study conducted by Kayla Schroeder 
from James Madison University.  The purpose of this study is to examine how a single 
diversity course within an elementary teacher education program at one public Virginia 
university may influence White cisgender female pre-service teachers in their 
understandings of identity, power, and privilege in relation to future teaching and student 
learning. This study will contribute to the researcher’s completion of her master’s 
research project. 
Research Procedures 
Should you decide to participate in this research study, you will be asked to sign this 
consent form once all your questions have been answered to your satisfaction.  This study 
consists of weekly non-audio or video recorded class observations and one to two 
interviews that you will be asked to participate in at James Madison University.  You will 
be asked to provide answers to a series of questions related to your understandings of 
identity, power, and privilege in relation to your current instruction of your diversity-
related course. If you choose to consent, you will be observed via handwritten field notes 
each week in class and your interviews will be audio recorded and transcribed. If you 
decline to be audio recorded, interviews will be recorded via handwritten notes. 
Time Required 
The time involved in the study will span over multiple sessions throughout the fall 2019 
semester. You will be observed during class sessions multiple times throughout the 
duration of the course and you will be interviewed one to two times during the semester. 
Each class observation will be two and a half hours in length, and each interview will 
take approximately thirty minutes to one hour. If necessary, the researcher will also email 
or ask follow-up questions in interviews for clarification purposes with responses. 
Participation in this study will require approximately one to two hours of your time in 
addition to your regular class instruction time.   
Risks  
The investigator does not perceive more than minimal risks from your involvement in 
this study (that is, no risks beyond the risks associated with everyday life). 
Benefits 
A potential benefit from participation in this study includes assisting in the field of 
education to better understand pre-service teacher identity by providing information 
which may contribute to the improvement of diversity-related courses in teacher 
education programs. 




The results of this research will be shared at the researcher’s thesis defense and possibly 
other academic venues, such as conferences, showcases, or publications. The results of 
this project will be coded in such a way that the respondent’s identity will not be attached 
to the final form of this study.  The researcher retains the right to use and publish non-
identifiable data.  While individual responses are confidential, aggregated data will be 
presented representing averages or generalizations about the responses as a whole.  All 
data will be stored in a secure location accessible only to the researcher.  Upon 
completion of the study and thesis defense, all information that matches up individual 
respondents with their answers, including audio recording with their answers, will be 
destroyed.   
Participation & Withdrawal  
Your participation is entirely voluntary.  You are free to choose not to participate.  
Should you choose to participate, you can withdraw at any time without consequences of 
any kind. 
Questions about the Study 
If you have questions or concerns during the time of your participation in this study, or 
after its completion or you would like to receive a copy of the final aggregate results of 
this study, please contact: 
Researcher’s Name: Kayla Schroeder   Dr. Stephanie Wasta 
Educational Foundations & Exceptionalities Educational Foundations & 
Exceptionalities 
James Madison University     James Madison University 
Email Address: schroeke@dukes.jmu.edu    Telephone: (540) 568-5210 
Email Address: wastasa@jmu.edu 
Questions about Your Rights as a Research Subject 
Dr. Taimi Castle  
Chair, Institutional Review Board 
James Madison University 
(540) 568-5929 
castletl@jmu.edu  
Giving of Consent 
I have read this consent form and I understand what is being requested of me as a 
participant in this study.  I freely consent to participate.  I have been given satisfactory 
answers to my questions.  The investigator provided me with a copy of this form.  I 
certify that I am at least 18 years of age. 
 
 I give consent to be audio recorded during my interview(s).  ________ (initials) 
______________________________________     
Name of Participant (Printed) 
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______________________________________    ______________ 
Name of Participant (Signed)                                   Date 
______________________________________    ______________ 





























Date Theme Assignments 
Due 
Readings/Video Due/Blogs 













 Sign up for Jobs 
Sign up for 
Assignments/Dates/Small group 
sessions 
Sign up for Poverty Simulation 
Like/Follow Teaching is 
Intellectual on facebook 
2 9/2 Concepts: 
Critical Reflection 











Blog 1 (Due 9/1 11:59 PM)  
• Watch: Danger of a 
Single Story video 
• Chang & Au: You’re 
Asian, How Could You 
Fail Math? 
• Watson: Black Like Me 















Blog/Creative One Pager 2 due 
9/8 @11:59PM.  
Read: Gender bias in education 
Explore: Gender Doesn’t Limit You 
Curric. 
Watch Miss Representation 
(girls/women) (90 minutes) 
Pronouns A Resource for Educators 
 
4 9/16 Sexual Orientation, 





Blog 3 due 




Blog 3/Creative One Pager due 
9/15 at 11:59PM 
Watch Ryland’s video 
Read 1 Ready Set Respect Toolkit 
lesson 
Read 1 No Name Calling Lesson 
Watch The Mask you Live In 
(Boys/Men) 90 minutes 
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5 9/23  Concepts: 
Equity v Equality 
Power of the 
Teacher 
Critical Reflection 
Color Blind vs 
Color 
Consciousness 




Blog 4 due 9/22@11:59 PM  
 
• Watch Brown Eyes Blue 
Eyes 






6 9/30 Race, Racism, and 
White Privilege in 
Education and 
Society  




Blog 5 due 9/29 @11:59PM. 
White Privilege checklist 
White Privilege at the Grocery 
(video) 
What is White Privilege? Kendell 
Article 
Celebrating Skin Tone  
7 10/7 Exceptionalities and 
Ableism in Education 
and Society 
Case Study Fire Drill 








Blog/Creative One Pager 6 due 
10/6 @11:59PM  : 
Dear Teacher video 
Holding Nyla 
10 Quick Ways to Analyze Books 
for Ableism 
Read 5 facebook posts from 
Teaching is Intellectual 









Blog 7 Due 
2 CQ 
2 Poem 
1 CE  
Blog/Creative One Pager 7 due 
10/13 @11:59PM.  
Watch Rebecca Sprague video 
HONY pictures/stories-choose at 
least 3 pictures and press READ 
STORY and Read it. 
I Learn America: Scroll down to 
Human Library and Read at least 3 
stories 
Read: Phenomenon of Uprooting 




Blog/Creative One Pager 8 due 
10/20 @11:59PM.  
B and B Ch 2, 3, 4, 5 
 10/28 No class- Immersion  No homework Immersion 
10 11/4 Social Class, Poverty, 







Blog 9 due 11/4 at 11:59PM 
• Watch Gorski video 
• Institutionalized classism 
article 
• Example of criminalizing 
poverty/institutional 
classism  
11 11/11 Social Class, Poverty, 
and Classism in 
Blog  10 
 
Blog 10 still due 11/10 
@11:59PM.  













Purcell-Gates- As soon as she 
opened her mouth 
Christianson Whose Standard? 
















Blog 11 11/17 @11:59PM.  
First Amendment for teachers 
Bisson: Rethinking Holidays 
As a Teacher and a Daughter: The 
Impact of Islamaphobia 
BA and B Prologue/Ch 1 
Diversity Text Set DUE in class 
and Canvas 
 11/25   Break 
13 12/2 CRP/CSP and 
Revolutionary 
Teaching  





Blog/Creative One Pager 12 due 
12/1 @11:59PM  
Read Villegas and Lucas 
BA and B Ch, 7 and 8 




Lego Serious Play  
Blog 13  Blog/Creative One Pager 13 due 
12/8 @11:59  
B and B Ch 6, 11, and 12 
 
    
 FINAL REFLECTION Due 12/11  















Participant Interview Questions 
Interview Question: Relates to Research Sub Question: 
1. Tell me about an experience in your life 
that has impacted the way you thought 
about your own identity. 
 
2. Have you had an experience in class that 
has impacted the way you thought about 
your own identity or has provided a 
nuanced look at your identity? Why or 
why not? 
How do White cisgender female pre-service 
elementary teachers apply knowledge from one 
undergraduate diversity course to their own 
identities, powers, and privileges? 
3. What social markers of identity 
explored in class thus far do you relate 
to and why? 
How do White cisgender female pre-service 
elementary teachers apply knowledge from one 
undergraduate diversity course to their own 
identities, powers, and privileges? 
4. How do you perceive your (above 
mentioned identities) to play a role in 
your teaching instruction? (Question 
will be asked with one identity at a time 
and may vary via interview). 
How do White cisgender female pre-service 
elementary teachers apply knowledge from one 
undergraduate diversity course to their own 
identities, powers, and privileges? 
5. What social markers of your identity do 
you perceive to hold privileges, if any? 
What social markers of your identity do 
you perceive to hold oppressions, if 
any?  
How do White cisgender female pre-service 
elementary teachers apply knowledge from one 
undergraduate diversity course to their own 
identities, powers, and privileges? 
6. Do you believe any of your social 
markers of identity hold power? Why or 
why not? 
How do White cisgender female pre-service 
elementary teachers apply knowledge from one 
undergraduate diversity course to their own 
identities, powers, and privileges? 
7. What teaching practices have you 
learned thus far that you believe you can 
incorporate in a classroom of culturally 
diverse students? 
How do White cisgender female pre-service 
elementary teachers apply knowledge from one 
undergraduate diversity course in their 
understanding of future students’ identities, 
powers, and privileges? 
 
8. What teaching practices have you 
learned thus far that you believe you can 
utilize to support the identity 
development of individual students? 
How do White cisgender female pre-service 
elementary teachers apply knowledge from one 
undergraduate diversity course in their 
understanding of future students’ identities, 
powers, and privileges? 
 
9. How effective do you believe this 
course is/was in developing your 
understanding of identity, power, and 
privilege? What aspects of this course 
were helpful? What aspects of this 
course would you change? 
How does one undergraduate diversity course 
influence White cisgender female pre-service 
elementary teachers in their understanding of 








Teacher Educator Interview Questions 
Interview Question: Relates to Research Question(s): 
1. Tell me about how you came into the role 
as instructor for this course and how long 
you have been instructing this course. 
 
2. How do you determine what resources and 
assignments to utilize with pre-service 
elementary teachers each semester? How 
do these resources assist in your 
instruction on various topics of diversity? 
How does one undergraduate diversity course 
influence White cisgender female pre-service 
elementary teachers in their understanding of 
identity, power, and privilege? 
3. What do you perceive has been the 
greatest success in instructing this course? 
What has been the greatest challenge? 
 
How does one undergraduate diversity course 
influence White cisgender female pre-service 
elementary teachers in their understanding of 
identity, power, and privilege? 
 
4. What role do you believe identity plays 
within teaching? How do your social 
markers of identity play a role in your 
teaching instruction, if any? 
 
How does one undergraduate diversity course 
influence White cisgender female pre-service 
elementary teachers in their understanding of 
identity, power, and privilege? 
5. How does this course assist pre-service 
teachers in applying knowledge of 
identity, power, and privilege to their 
teaching? 
 
How do White cisgender female pre-service 
elementary teachers apply knowledge from one 
undergraduate diversity course to their own 
identities, powers, and privileges? 
6. How does this course assist pre-service 
elementary teachers in applying 
knowledge of identity, power, and 
privilege to instructing culturally diverse 
classrooms of students? 
How do White cisgender female pre-service 
elementary teachers apply knowledge from one 
undergraduate diversity course in their 
understanding of future students’ identities, 
powers, and privileges? 
 
7. How does this course assist pre-service 
elementary teachers in understanding 
systems of privilege and oppression? 
 
How does one undergraduate diversity course 
influence White cisgender female pre-service 
elementary teachers in their understanding of 
identity, power, and privilege? 
 
8. What do you hope students gain from 
completing this course in its entirety? 
How does one undergraduate diversity course 
influence White cisgender female pre-service 
elementary teachers in their understanding of 
identity, power, and privilege? 
9. What do you believe students gain from 
enrollment in your course as opposed to 
other sections instructed by other teacher 
educators? 
How does one undergraduate diversity course 
influence White cisgender female pre-service 
elementary teachers in their understanding of 








Weekly Blog Response Prompt 
An important component of this course is the opportunity to critically reflect on readings 
and how they apply to one’s personal and professional development as a teacher in the 
21st century. To do this, you will maintain a web log (blog) on Canvas that you will post 
by Sunday PRIOR to each class meeting. 
         A focused, critical discussion that addresses EACH reading/article/chapter/video 
for that week. Discuss what you got out of the readings, questions you have, connections 
to other readings and/or discussions/practicum, what did or did not resonate with you, 
and how you might apply the content to your teaching now or in the future. Note that this 
is NOT a summary. It is intended as an opportunity to begin the discussion about the 
readings and record your thoughts about the readings and how they influence your 
thoughts on education. Your discussion should include all the readings/videos for that 
week and not just 1 of the assigned readings. Think that 1 reading equals 
at MINIMUM a decent sized paragraph response, so if you have 3 readings, there 
should be a MINIMUM of three paragraphs critically reflecting and applying the 
reading content to your experiences, practicum, other readings, and/or future 
classroom. The readings are chosen with great purpose and intentionality and are a large 
part of your learning and growth. Your responses will demonstrate whether you actually 
read and understood the content or whether you just read the abstract or first and last 
paragraphs. In order to receive full credit, please critically reflect, connect, and 
apply. You will not be marked down for your personal opinions, but you will be 
marked down for superficiality, vagueness, lack of application/connection, or just 
summarizing. 
Blog checklist: 
• Did I critically reflect and write on all the assigned readings/videos? 
• Did I connect to other texts (in this course or others), courses, my experiences, 
practicum/future teaching, and/or activities/discussions? 
• Did I critically reflect on the reading and what it means for me as a teacher? Did I 
grapple with the material and push my thinking? What new insights am I 
considering? 
• Did I ask questions, wonder, and provide thought-provoking points for my readers? 
• Did I think about this topic deeply and apply it to education writ large as well as my 
future classroom and/or my specific school/society experiences? 
• How is this reading juxtaposed to my own experiences with society and education? 
 
 




Course Final Assessment Prompt 
Name ALL of your identities of privilege and identities of oppression (i.e., Racial, 
religious, gender identity (i.e., cisgender vs transgender and male vs female), sexual 
orientation, social class, linguistic, and ability). 
Critical Reflection:  
How do each of your multiple visible and invisible identities, privileges, and oppressions 
shape how you have and do experience power, privilege, and opportunity in 
your schooling and in your life?  
How will this influence your approach in the classroom as you teach diverse students? 
What are some specific examples of what you will do or have in your classroom to 
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